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Abstract	
	
Community	 interpreting,	 or	 liaison	 interpreting,	 takes	 place	 within	 community	 or	
public	 service	 settings	 to	 facilitate	 communication	 between	 public	 services	 and	
members	 of	 minority	 communities	 who	 do	 not	 have	 a	 good	 command	 of	 the	
dominant	 language.	 Community	 interpreting	 is	 mostly	 performed	 in	 short	
consecutive	 or	 dialogue	 modes,	 where	 the	 interpreter	 works	 in	 at	 least	 two	
directions	 (in	 two	 languages),	 in	close	proximity	 to	 the	speakers,	who	usually	have	
different	 backgrounds,	 levels	 of	 expertise	 and	 status.	 Community	 interpreting	 is	 a	
complex	task	that	requires	many	skills	and	competencies.	Therefore,	teaching	such	a	
task	 is	 as	 complex.	 Although	 there	 is	 a	 growing	 body	 of	 research	 on	 teaching	
community	interpreting,	little	is	known	about	community	interpreting	classrooms.	
	
This	 study	 examines	 how	 community	 interpreting	 was	 taught	 and	 learnt	 in	 one	
academic	year	(2013)	and	one	university	(Western	Sydney	University).	The	study	also	
explores	students’	and	teachers’	views	and	perceptions	of	the	teaching	and	learning	
processes.	 The	 study	 also	 examines	 the	 communication	 between	 students	 and	
teachers.	
	
The	 study	 is	 mainly	 of	 a	 qualitative	 nature:	 it	 deployed	 mainly	 qualitative	 data	
collection	and	analysis	methods.	Data	elicited	via	classroom	observation	and	teacher	
and	 student	 interviews	 is	 the	 core	 of	 the	 study.	 Some	 non-negligible	 quantitative	
data	has	also	been	elicited	and	analysed.	
	
The	main	 finding	of	 the	 study	 is	a	wealth	of	descriptive	 information	of	 community	
interpreting	classroom	activities,	dynamics	and	student-teacher	communication.	The	
data	of	 the	 study	also	 showed	a	 lack	of	uniformity	 in	 the	 teaching	practices	and	a	
communication	 gap	 between	 teachers	 and	 students.	 The	 data	 indicated	 a	 lack	 of	
awareness	 among	 teachers	 and	 students	 of	 the	 growing	 body	 of	 theoretical	
	 v	
components	 and	 research	 that	 can	 enhance	 the	 teaching	 and	 learning	 process,	
improve	 both	 teachers’	 and	 students’	 experience	 and	 ultimately	 improve	 the	
outcome	of	the	training	or	educational	process.	
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Chapter	1 :	Introduction	
Translation	 and	 interpreting	 have	 many	 common	 characteristics.	 They	 involve	
relatively	 similar	 competencies,	 require	 similar	 operations	 and	 aim	 to	 perform	 the	
same	 task:	 providing	 a	 translation	 or	 a	 pragmatically	 equivalent	 rendering	 of	 a	
particular	 text	presented	 in	one	 language	 (source	 language)	 into	another	 language	
(target	language).	The	three	main	characteristics	that	are	specific	to	interpreting	are:	
a)	 The	 interpretation	 in	 the	 target	 language	 is	 produced	 in	oral	 or	 signed	 form,	b)	
Interpretation	 is	 produced	 after	 one	 presentation	 of	 the	 source	 language,	 c)	
Interpretation	 is	 produced	 simultaneously	 or	 after	 a	 very	 short	 time	of	 the	 source	
language	 presentation.	 Those	 characteristics	 present	 many	 constraints,	 which	
require	 specialised	 competencies	 and	 skills	 of	 the	 interpreter	 (Viaggio,	 1992;	Hale,	
2007;	Pöchhacker,	2004;	Gile,	1995).		
	
Interpreting	is	the	broad	term	that	includes	conference	interpreting	on	the	one	
hand,	and	liaison	or	community	interpreting	on	the	other.	Conference	interpreting	
takes	place	in	international	meetings	and	conferences	and	is	usually	performed	in	
the	simultaneous	mode	and	in	one	direction,	where	the	interpreter	is	not	in	close	
proximity	to	the	speakers,	who	often	share	equal	status.	Conference	interpreting	has	
been	privileged	with	high	status,	formal	education	and	training	as	well	as	a	large	
body	of	research.		On	the	other	hand,	community	interpreting,	or	liaison	
interpreting,	takes	place	in	community	settings	to	facilitate	communication	between	
the	mainstream	society	and	minority	communities	who	speak	different	languages.	
Community	interpreting	is	mostly	performed	in	short	consecutive	or	dialogue	modes	
where	the	interpreter	works	in	at	least	two	directions	(in	two	languages),	in	close	
proximity	to	the	speakers,	who	usually	have	different	backgrounds,	levels	of
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expertise	 and	 status.	 This	 type	 of	 interpreting	 is	 also	 called	 public	 service	
interpreting	as	it	often	takes	place	in	public	service	settings	such	as	hospitals,	courts,	
immigration	 offices	 and	 so	 forth	 (Hale,	 2007;	 Pöchhacker,	 2016;	 Mason,	 2015).	
Community	interpreting	is	the	focus	of	this	study.	It	is	a	relatively	young	profession	
that	 is	gradually	taking	 its	rightful	place	 in	terms	of	professionalism,	education	and	
research.	Interpreting	is	a	complex	task	that	requires	many	skills	and	competencies,	
thus	teaching	and	learning	such	a	task	is	also	very	complex.	A	review	of	the	literature	
on	translation	and	interpreting	shows	an	abundance	of	scholarly	work	in	translation	
and	 conference	 interpreting	 as	 well	 as	 prescriptive	 work	 in	 relation	 to	 teaching	
translation	 and	 interpreting.	 However,	 there	 is	 a	 lack	 of	 descriptive	 studies	 in	 the	
teaching	and	learning	of	community	interpreting,	despite	the	fact	that	the	number	of	
interpreting	courses	at	a	tertiary	level	is	increasing.	
	
We	know	very	little	about	what	actually	transpires	in	the	interpreting	classroom	
(Pöchhacker,	2010,	p.4)	
	 	
In	Australia,	potential	practitioners	have	 to	acquire	 their	accreditation	 through	 the	
National	Accreditation	Authority	for	Translators	and	Interpreters	(NAATI).	“NAATI	is	
a	 joint	 company	 owned	 by	 the	 nine	 state	 and	 territory	 governments	 of	 Australia,	
governed	by	a	Board	of	Directors	appointed	by	the	owners”	(NAATI,	2017).	NAATI	is	
responsible	 for	 setting,	maintaining	and	promoting	high	professional	 standards.	 Its	
main	 focus	 is	 issuing	 credentials	for	 practitioners	who	wish	 to	work	 as	 translators	
and	interpreters	in	Australia”	(NAATI,	2017).	NAATI	offers	two	levels	of	accreditation	
in	the	English-Arabic	language	pair:	para-professional	(level	2)	and	professional	(level	
3).	Potential	interpreters	who	wish	to	be	accredited	practitioners	have	the	option	to	
either	 sit	 the	 accreditation	 exam	 designed	 by	 NAATI	 directly,	 or	 study	 one	 of	 the	
NAATI	 endorsed	 courses.	 Due	 to	 the	 high	 standards	 required	 and	 the	 level	 of	
difficulty	 of	 the	 accreditation	 exam,	 especially	 at	 the	 professional	 level,	 many	
potential	practitioners	choose	to	enrol	in	one	of	the	NAATI	endorsed	courses.		
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Western	Sydney	University	offers	three	NAATI	endorsed	interpreting	courses:	one	at	
the	 undergraduate	 level	 (a	 three-year	 Bachelor	 of	 Arts	 in	 Interpreting	 and	
Translation)	 and	 two	 postgraduate	 courses	 (a	 one-year	 Graduate	 Diploma	 in	
Interpreting	and	a	one-year1	Masters	of	Interpreting	and	Translation).		See	Appendix	
5	for	course	structures	and	descriptions.	The	great	majority	of	students	enrol	in	any	
of	 those	 three	 courses	 to	 obtain	 translation	 and/or	 interpreting	 accreditation	 at	 a	
professional	 level,	 except	 for	 a	 few	 who	 study	 one	 or	 more	 interpreting	 units	 as	
electives	 for	 other	 courses.	 Interpreting	 units	 are	 offered	 and	 taught	 at	 both	
undergraduate	 and	postgraduate	 level	 conjointly,	 except	 for	 Business	 Interpreting,	
which	 is	 offered	 at	 the	 postgraduate	 level	 only.	 All	 NAATI	 endorsed	 courses	 at	
Western	Sydney	University	 include	Accreditation	Studies	as	a	compulsory	unit.	The	
final	exam	of	Accreditation	Studies	is	the	only	assessment	for	this	unit	and	it	exactly	
follows	the	format	of	 the	NAATI	test	and	 is	marked	according	to	the	same	criteria.	
Upon	 passing	 Accreditation	 Studies,	 students	 acquire	 accreditation	 at	 the	
professional	 level	 (the	same	accreditation	 level	 for	the	three	courses	above).	Some	
accredited	 interpreters	at	 the	para-professional	 level	enrol	 in	one	of	 the	university	
courses	to	upgrade	to	the	professional	level	upon	completion	of	the	course.		
	
As	will	be	discussed	 in	more	detail	 in	 the	 following	chapters	of	 the	study,	 teaching	
and	 learning	 community	 interpreting	 is	 very	 complex	 and	 constitutes	 a	 large	
interdisciplinary	 field	that	cannot	be	comprehensively	explored	 in	any	single	study.	
The	 study	 aims	 to	 explore	 teaching	 and	 learning	 community	 interpreting	 in	 the	
Australian	 context	 at	 one	 university	 and	 in	 one	 language	 pair:	 Western	 Sydney	
University	 in	 English-Arabic	 during	 the	 2013	 academic	 year.	 The	 focus	 is	 on	 the	
interpreting	classroom	and	its	participants:	both	the	teachers	and	the	students.	The	
main	 purpose	 of	 the	 study	 is	 to	 describe	 how	 interpreting	 is	 actually	 taught	 and	
learnt.	 The	 study	 also	 aims	 to	 explore	 the	 perceptions	 and	 views	 of	 students	 and	
teachers	 of	 their	 experience	 in	 teaching/learning	 community	 interpreting.	 These	
																																																						
1		This	was	the	case	when	this	study	was	conducted.	The	Masters	is	now	a	two-year	course.	
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aims	call	for	mainly	qualitative	methods	in	data	collection	and	analysis	to	answer	the	
main	questions	presented	by	the	study:	
-	How	is	community	interpreting	taught	and	learnt?	
-	What	transpires	from	interpreting	classrooms?	
-	What	are	the	main	challenges	students	and	teachers	face?	
-	What	are	the	main	features	of	student-teacher	communication?		
	
The	study	will	be	presented	in	the	following	way:	
-	Chapter	2:	Literature	Review.	This	chapter	presents	a	 review	of	 the	 literature	on	
translation	and	interpreting	in	order	to:	1)	explore	various	definitions	and	modes	of	
interpreting	 as	 well	 as	 the	 skills	 and	 competencies	 required	 to	 perform	 such	 a	
complex	task;	2)	explore	relevant	theoretical	concepts	as	well	as	different	teaching	
approaches	and	their	potential	impact	on	interpreting	teaching	and	learning;	and	3)	
identify	the	research	gap	and	articulate	the	focus	of	the	study.		
-	Chapter	3:	Methodology.	This	chapter	explains	the	methodological	considerations	
and	the	rationale	behind	the	data	collection	and	analysis	methods	used	in	this	study.	
It	also	describes	the	case	study	as	well	as	the	data	collection	and	analysis	stages.		
-	 Chapter	4:	 Findings.	 This	 chapter	 is	 a	descriptive	 report	on	 the	data	 collected	 to	
answer	the	research	questions.	
-	Chapter	5:	Analysis.	This	chapter	is	a	synthesis	of	the	findings	to	identify	significant	
patterns	and	relations	among	various	data	sets.	
-	Chapter	6:	Discussion.	This	chapter	discusses	the	main	findings	of	the	study	from	a	
theoretical	point	of	view.	
-	Chapter	7:	Conclusion.	This	chapter	summarises	the	main	findings	of	the	study.	It	
also	highlights	the	strengths	and	the	limitations	of	the	study	and	identifies	potential	
areas	for	further	research.					
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Chapter	2 :	Literature	Review	
2.1.	Introduction:	
Interpreting	is	one	of	the	most	complex	tasks	of	language	processing.	Interpreting	as	
a	 research	 field	 is	 young	 and	 most	 of	 the	 research	 was	 done	 in	 the	 sub-field	 of	
simultaneous	interpreting.	For	many	reasons,	simultaneous	interpreting	has	had	the	
lion’s	share	of	theoretical	and	empirical	research	as	well	as	education	and	training,	
while	community	interpreting	is	still	within	the	gravity	of	a	vicious	circle:	the	lack	of	
recognition,	lack	of	uniformed	training	and	lack	of	a	solid	body	of	research	all	affects	
the	practice	and	the	 image	of	 interpreters,	which	 in	turn	affects	 the	recognition	of	
the	 practice,	 and	 that	 again	 has	 a	 negative	 impact	 on	 the	 quality	 of	 the	 available	
training	 and	 so	 on	 (Hale,	 2007).	 Training	 is	 undoubtedly	 an	 essential	 factor	 in	 the	
professionalisation	 of	 community	 interpreting	 and,	 therefore,	 in	 improving	 the	
status	of	the	profession	and	professionals.	Although	the	importance	of	 ‘training’	or	
‘educating’	 the	 interpreter—the	 differentiation	 between	 the	 two	 terms	 will	 be	
discussed	later—is	almost	noncontroversial,	there	is	not	a	clear	comprehensive	map	
as	to	how	this	training	is	to	be	carried	out.	There	is	little	research-based	evidence	of	
what	works	in	educating	the	interpreter.	We	do	not	know	what	is	happening	in	the	
interpreting	classrooms	(Pöchhacker,	2010).	
	
	2.2.	Definition	of	interpreting:	
Scholars	of	the	field	define	interpreting	from	various	points	of	view,	mainly	as	a	form	
of	translation.	Rabin	defines	translation	as	“a	process	by	which	a	spoken	or	written	
utterance	 takes	 place	 in	 one	 language	which	 is	 intended	 and	presumed	 to	 convey	
the	 same	meaning	 as	 a	 previously	 existing	 utterance	 in	 another	 language”	 (1958,	
p.123).	 Gile	 adds	 another	 dimension	 to	 translation:	 “Professional	 translation	 is	
essentially	 a	 service	 activity	 with	 a	 communication	 function,	 performed	 in	 a	
professional	setting	with	a	professional	aim	in	mind,	and	constrained	by	this	setting”	
(1995,	 p.21).	 Hale	 defines	 interpreting	 as	 a	 continuum	 that	 starts	 at	 one	 end	 by	
	 7	
literal	translation,	which	is	very	faithful	to	the	source	text	or	utterance,	and	ends	at	
the	 other	 end	 as	 a	 reproduction	 of	 a	message	with	 a	 greater	 focus	 on	 the	 target	
utterance.	All	along	the	continuum,	there	is	a	range	of	theories	and	definitions	that	
put	 different	 weight	 on	 the	 concepts	 of	 fidelity,	 equivalence,	 faithfulness	 and	
accuracy	 (Hale,	 2007,	 p.3-7).	 	 Pöchhacker	 (2004;	 2016)	 highlights	 a	 very	 specific	
feature	 of	 interpreting	 as	 he	 defines	 it	 as	 a	 form	 of	 translation	 performed	 on	 the	
basis	of	a	one-time	presentation.	
	
Interpreters	have	to	make	an	informed	decision	by	drawing	selectively	upon	existing	
theories,	taking	into	consideration	the	translation	norms.	Translation	norms	are	the	
characteristics	of	the	situation	and	the	text	or	utterance	at	hand	as	well	as	the	aim	or	
the	goal	of	the	translation	or,	in	our	case,	interpretation	(Toury,	1980).		
	
Gile	 defines	 translation	 as	 an	 activity	 of	 communicating	 a	message.	 This	 message	
consists	of	two	parts:	the	aim	or	intention,	and	the	form.	The	aim	of	the	message	is	
its	discourse	or	pragmatic	function,	for	instance	informing,	persuading	or	explaining.	
The	interpreter	has	to	be	aware	of	and	faithful	to	the	aim	or	pragmatic	force	of	the	
message.	The	second	part	 is	 the	 form,	which	consists	of	 the	 linguistic	 components	
and	structure.	This	linguistic	structure	has	a	function	of	serving	the	aim	and	intention	
of	 the	message.	 Therefore,	 the	 interpreter	 has	 to	be	 aware	of	 the	 function	of	 the	
form	and	how	to	achieve	this	function	in	the	target	language	(Gile,	1995,	pp.21-27).	
	
2.3.	Interpreting:	A	complex	task	
As	Barnett	asserts,	“The	lack	of	understanding	of	the	nature	of	bilingualism	and	the	
variation	 in	 linguistic	 forms	 leads	 to	 non-appreciation	 of	 the	 skills	 involved	 in	
interpreting”	 (1989,	 p.97).	 Indeed,	 judging	 from	 the	 complexity	 of	 bilingual	
communication	and	 the	variations	 in	 linguistic	 forms	and	 communicative	 functions	
from	one	language	to	another,	it	is	evident	that	interpreting	is	a	very	complex	task.	
The	interpreter	is	required	to	perform	many	tasks	almost	simultaneously	or	within	a	
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very	 short	 time	 frame.	Malkiel	 (2008,	 p.62)	 agrees	 with	 many	 other	 authors	 that	
translation	and	interpreting	is	a	very	complex	task	that	requires	many	qualities	other	
than	high-level	proficiency	in	the	active	and	passive	working	languages	and	cultures.	
Patience	and	 the	ability	 to	 tolerate	ambiguity	are	some	of	many	qualities	 required	
for	interpreting	in	addition	to	confidence	and	a	good	voice	projection.	
	
The	 literature	 abounds	 in	 lists	 and	 classifications	of	 interpreter	qualities	 and	 skills.	
Some	of	these	qualities	are	courage,	confidence,	good	voice	projection,	the	ability	to	
grasp	ideas	quickly,	professional	outlook,	situational	management	and	being	able	to	
know	 when	 and	 how	 to	 interrupt	 and	 ask	 questions,	 and	 even	 having	 sense	 of	
humour	(Schmitt,	1996,	p.124;	Hale,	2007,	p.22;	Gerver	et	al.,	1989,	p.724).	Some	of	
these	skills	and	competencies	can	be	classified	according	to	the	 interpreting	mode.	
For	example,	note-taking	skills	are	required	more	in	consecutive	interpreting.	Others	
can	be	classified	according	to	the	phase	at	which	they	are	needed	most.	An	obvious	
example	 is	 pronunciation	 and	 good	 voice	 projection,	 which	 are	 required	 in	 the	
delivery	phase.	Most	other	competencies	are	required	throughout	every	interpreting	
task	 regardless	of	mode,	directionality	or	 the	phase	of	 interpreting.	Of	 course,	 the	
most	obvious	example	is	linguistic	skills.	Based	on	Gile	(1995,	pp.4-5)	and	Hale	(2007,	
p.177),	 the	 competencies	 and	 knowledge	 required	 for	 interpreting	 may	 be	
summarised	as	follows:	
1. Excellent	bilingual	competency,	which	includes	passive	and	active	knowledge	
of	their	working	languages	at	the	lexical,	semantic	and	pragmatic	levels.	This	
includes	the	ability	to	understand	different	dialects	and	registers	and	a	good	
pronunciation;	
2. Extra-linguistic	knowledge,	which	 includes	knowledge	of	the	subject	matter,	
comprehensive	knowledge	of	the	settings,	their	 institutional	framework	and	
the	discourse	practices	of	the	participants	involved;	
3. Interpreting	 skills	 or	 the	 ‘know	 how’:	 analytical	 skills,	 memory	 skills,	 note	
taking	skills	and	interactional	management	skills;	
4. Theoretical	framework	to	guide	the	interpreter	practice;	
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5. Intellectual	aptitude.	
	
2.4.	Interpreting	modes:	
Modes	 of	 interpreting	 have	 been	 described	 by	 many	 authors	 with	 only	 slightly	
different	 approaches.	 Gentile	 et.	 al.	 (1996)	 classify	 modes	 of	 interpreting	 as	 two	
main	modes:	consecutive	and	simultaneous	interpreting.	Each	of	the	two	has	its	own	
variations	 and	 is	 used	 in	 different	 settings	 with	 different	 implications.	 Both	 the	
consecutive	and	simultaneous	modes	are	used	 in	both	conference	 interpreting	and	
liaison	or	community	 interpreting.	Gentile	et.	al.	continue	to	specify	the	conditions	
of	the	consecutive	interpreting	used	in	community	interpreting	settings.	The	length	
of	 segments	 is	 generally	 shorter	 in	 community	 interpreting	 than	 in	 conference	
interpreting,	and	 in	community	 interpreting	 the	 interpreter	has	a	 smaller	audience	
and	is	much	closer	to	the	interlocutors.	These	conditions	entail	both	advantages	and	
challenges	for	the	interpreter.	It	is	usually	easier	to	ask	for	repetition	or	clarification	
in	 such	 settings;	 however,	 the	 interpreter	 has	 some	 interactional	 management	
responsibilities	 in	 return.	 Simultaneous	 interpreting	 in	 community	 interpreting	 is	
used	when	the	client	needs	to	know	what	is	being	said	but	cannot	or	does	not	have	
to	 respond	 and	 is	 usually	 performed	 in	 the	 form	 of	 whispering	 or	 chuchotage	
(Gentile	et.	al.	1996,	pp.22-26).	
	
Hale	 describes	 the	 modes	 of	 interpreting	 among	 a	 continuum	 of	 translation	
activities.	She	bases	her	differentiation	on	four	factors:		
- Source-	or	target-oriented;	
- Time	to	prepare;		
- 	The	availability	of	the	text;		
- The	nature	or	the	discourse	or	the	interaction,	whether		monologic	(with	one	
speaker,	 as	 is	 often	 the	 case	 in	 conferences)	 or	 dialogue	 (between	 at	 least	
two	 interlocutors,	 as	 is	 	 usually	 the	 case	 in	 community	 and	 public	 service	
settings).		
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Interpreting	 is	 target-oriented	 and	 is	 either	 dialogic	 (typically	 in	 community	
interpreting)	or	monologic	(in	long	consecutive	and	conference	interpreting).	
The	 use	 of	 the	 terms	 ‘monologue’	 and	 ‘dialogue’	 	 in	 this	 context	 refers	 to	 the	
number	 of	 speakers	 that	 the	 interpreter	 is	 working	 with	 and	 not	 to	 the	
understanding	 of	 the	 language	 and	 the	 communication	 in	 interpreted-mediated	
interaction,	as	will	be	discussed	 later	 in	Section	2.8.	 In	 interpreting,	 the	 text	 is	not	
available	 and	 there	 is	 no	 time	 for	 preparation	 or	 for	 analysis	 except	 in	 sight	
translation.	 Hale,	 like	 Gentile	 et	 al.,	 differentiates	 between	 long	 and	 short	
consecutive	and	calls	the	latter	‘dialogue	interpreting’	(2007,	pp.8-14).		
	
Each	 mode	 of	 interpreting	 requires	 certain	 skills	 and	 competencies	 from	 the	
interpreter	and	puts	them	under	certain	pressures	and	constraints.	For	example,	 in	
dialogue	interpreting,	short	term	memory	is	very	important,	as	the	interpreter	needs	
to	 economise	 on	 note	 taking	 and	 pay	 more	 attention	 to	 discourse	 markers	 and	
prosodic	 features	 to	 communicate	 the	 speak	 attitude.	 In	 consecutive	 interpreting,	
text	analysis,	note	taking,	logical	sequence	and	text	coherence	and	cohesion	are	very	
important.	 In	 sight	 translation	 the	 interpreter	 is	 faced	 with	 the	 problem	 of	
transferring	the	source	text	structure	due	to	the	availability	of	the	source	text	(Hale,	
2007).	
	
2.5.	Interpreting	process:	
2.5.1.	Comprehension:	
The	 first	 phase	 of	 interpreting	 is	 comprehension.	 Comprehension	 in	 interpreting	
differs	 from	 comprehension	 in	 general	 language	 processing.	 Comprehension	 in	
interpreting	 is	 a	 production-oriented	 process	 (Setton,	 1999,	 p.2).	 Comprehension	
can	 take	 many	 values	 and	 understanding	 the	 text	 at	 hand	 is	 the	 first	 step	 to	
reproduce	 it.	 The	 cases	 of	 non-comprehension	 and	 complete	 comprehension	 are	
very	 rare.	 The	 level	 of	 comprehension	 required	 depends	 on	 the	 goal	 of	 the	
comprehension.	 Interpreting	 requires	a	non-trivial	 level	of	comprehension,	but	not	
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enough	 research	 has	 been	 conducted	 on	 the	 level	 of	 comprehension	 required;	
therefore,	 there	 is	 no	 scientific	 evidence	 of	 the	minimum	 level	 of	 comprehension	
required	for	interpreting	(Gile,	1995,	pp.73-86).	
	
Comprehension	 requires	 two	 competencies	 from	 the	 interpreter:	 linguistic	
knowledge	and	extra-linguistic	knowledge.	Baker	 (1992,	p.244)	states	 that	any	 text	
only	makes	 sense	when	 it	 is	 related	 to	 the	world.	Comprehension	depends	on	 the	
interpreter’s	 lexical,	 syntactic	 and	 pragmatic	 knowledge	 as	 well	 as	 their	
encyclopaedic	 knowledge	 (Pöchhacker,	 2004,	 p.119).	 Hale	 (2007)	 goes	 into	 more	
details	and	states	that	the	interpreter’s	knowledge	of	the	setting,	of	the	goal	of	the	
interaction	 and	 of	 the	 relevant	 culture	 surrounding	 the	 interaction	 facilitates	
comprehension.	 Hale	 also	 adds	 that	 the	 interpreter’s	 knowledge	 of	 the	 subject	
matter	 and	 the	 social	 role	 of	 the	 participants	 as	 well	 as	 the	 discourse	 of	 the	
institution	 help	 the	 comprehension	 process	 and	 the	 lack	 of	 such	 knowledge	 can	
cause	misunderstanding.	
	
Gile	 (1995)	 emphasises	 that	 the	more	 linguistic	 and	 extra-linguistic	 knowledge	 an	
interpreter	 possesses,	 the	 easier	 comprehension	 is	 for	 them.	He	 states	 that	 extra-
linguistic	 knowledge	 consists	 of	 pre-existing	 knowledge	 and	 contextual	 knowledge	
that	 the	 interpreter	 obtains	 from	 the	 text.	 The	 author	 also	 differentiates	 between	
the	 actual	 comprehension	 and	 the	 subjective	 or	 perceived	 comprehension,	 as	 the	
interpreter	might	 feel	 comfortable	with	 familiar	 expressions	 and	 simple	 and	 short	
sentences	 even	 though	 the	 text	 might	 not	 be	 clear.	 He	 emphasises	 that	 the	
comprehension	 required	of	 the	average	 reader	or	 listener	differs	 from	the	 level	of	
comprehension	required	of	an	interpreter.	Having	translation/interpreting	as	a	goal,	
a	 higher	 level	 of	 comprehension	 is	 required.	 Gile	 adds	 another	 requirement	 to	
comprehension,	namely	analysis.	Non-trivial	comprehension	requires	a	deeper	level	
of	analysis	and	the	emphasises	that	analysis	is	very	important,	especially	in	training.	
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2.5.2.		Conversion:	
This	is	the	stage	where	the	interpreter	makes	the	decision	of	how	they	will	interpret	
the	utterance.	The	interpreter	uses	their	target	language	knowledge	and	interpreting	
skills	to	present	the	best	possible	rendering.	In	the	conversion	phase,	the	interpreter	
draws	upon	all	their	theoretical	knowledge	and	practical	skills	to	make	choices	 in	a	
very	short	amount	of	time.	The	conversion	time	varies	depending	on	the	interpreting	
mode,	 and	 is	 the	 shortest	 in	 simultaneous	 interpreting.	 Within	 these	 time	
constraints,	 the	 interpreter	has	 to	 integrate	 target	 language	norms	and	 register	 to	
choose	the	most	appropriate	lexicon,	grammatical	structure	and	pragmatic	options.	
They	use	their	 theoretical	knowledge	to	make	 informed,	conscious	decisions	about	
how	 to	 reconstruct	 the	 segments.	 Their	 knowledge	 about	 accuracy,	 equivalence,	
fidelity	and	impartiality	comes	to	the	fore	in	this	phase	(Hale,	2007,	pp.22-24).	
	
2.5.3.	Delivery	
This	is	the	manner	in	which	the	interpreting	product	is	delivered	to	the	client(s).	At	
this	stage	the	interpreter	articulates	their	rendition	in	the	form	of	utterances.	Such	
articulation	varies	depending	on	the	interpreting	mode.	On	one	hand,	the	delivery	of	
the	 consecutive	mode	 is	 a	 concise	 interpretation	 of	 the	 contents	 only,	 where	 the	
interpreter	 does	 not	 usually	 include	 the	 form,	 hesitation	 or	 backtracking	 in	 their	
rendition.	 On	 the	 other	 hand,	 the	 interpreter	 pays	 attention	 to	 these	 features	 in	
chuchotage	 interpreting,	 especially	 in	 psychology	 and	mental	 health	 consultations	
and	 court	 hearings.	 The	 form	 of	 the	 delivery	 depends	 on	 the	 interpreter’s	
understanding	of	 the	pragmatics	of	 the	 interaction	(Hale,	2007,	pp.24-25).	Delivery	
or	 ‘transmitting	 the	 message’	 requires	 effective	 speaking	 skills,	 which	 encompass	
clear	pronunciation,	fluency	and	good	projection	of	the	voice.	
	
2.6.	‘Training’	or	‘educating’	the	interpreter:	
Training	the	interpreter	is	an	overwhelming	task	and	many	factors	contribute	to	its	
complexity.	 Hale	 (2007,	 pp.163-164)	 and	Ozolins	 (1999,	 p.5)	 agree	 that	 training	 is	
one	of	the	most	problematic	components	of	community	interpreting.	Ozolins	(1999)	
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argues	 that	 this	 is	 the	 case	 even	 in	 the	 countries	 that	 are	 moving	 towards	 the	
comprehensive	 responses	 to	 language	 services,	 in	 his	 spectrum,	 such	 as	 Australia.	
Interpreter	training	is	useful	in	accomplishing	three	objectives:	it	helps	practitioners	
reach	their	full	potential,	helps	the	would-be	interpreter	learn	the	necessary	skills	in	
an	 effective	 manner,	 and	 helps	 raise	 the	 standards	 of	 the	 profession	 (Gile,	 1995,	
p.3).	
	
Training	 is	 considered	 at	 two	 levels.	 The	 first	 is,	 as	 called	 by	 Gile	 (1995),	 ‘initial	
training	 for	newcomers’,	or	 ‘pre-service	 training’,	 to	use	Hale’s	 (2007,	p.167)	 term,	
which	is	the	training	that	qualifies	individuals	to	get	into	the	profession.	The	second	
is	 the	 training	 necessary	 to	 enhance	 the	 practitioner’s	 standards	 while	 practising.	
The	 first	 is	 characterised	 by	 its	 length	 and	 is	 consequently	more	 expensive,	which	
makes	 optimisation	 crucial.	 Baker	 considers	 that	 training,	 in	 any	 profession,	 is	
conducted	 in	 two	manners:	vocational	 training,	which	addresses	 the	practical	 skills	
required	for	the	profession;	and	academic	training,	which	provides	a	solid	theoretical	
background	 to	 teaching	 the	 skills	 (Baker,	 1992,	 p.1).	 Davies	 (2005,	 p.69)	 offers	
another	 basis	 in	 classifying	 training	 of	 the	 interpreter.	 The	 level	 of	 the	 training	
program	 is	 either	 undergraduate	 or	 postgraduate,	 and	 each	 of	 which	 has	 its	 own	
mandates	and	considerations.		
	
Sawyer	 and	Pöchhacker	 go	 to	 a	new	depth	 to	differentiate	between	 ‘training’	 and	
‘educating’	 the	 interpreter	 without	 undermining	 the	 importance	 and	 value	 of	
‘apprenticeship’	 and	 practical	 skills	 coaching.	 They	 base	 the	 differentiation	 on	
slightly	 different	 yet	 interrelated	 grounds.	 Sawyer	 sees	 ‘scholarly	 acquisition	 of	
abstract	knowledge’	as	the	core	of	the	academic	setting	(2004,	p.77).	He	states	that	
although	 teaching	 interpreting	 takes	 place	 in	 universities,	 it	 is	 still	 more	 of	
apprenticeship.	 	 Pöchhacker,	 on	 the	 other	 hand,	 sees	 research	 “as	 a	 way	 of	
generating	knowledge	according	to	certain	accepted	rules	and	procedures”	and	is	a	
fundamental	principle	in	teaching	at	university	level	(Pöchhacker,	2010,	p.2).	Theory	
seems	 to	be	 the	underlying	 idea	 in	both	views.	 The	 logic	behind	 their	 view	 is	 that	
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theory,	to	a	large	extent,	is	the	abstract	knowledge	which	is,	in	most	cases,	the	final	
product	of	 research.	 It	 is	worth	mentioning	here	 that	Pöchhacker	emphasises	 that	
training	 and	educating	 are	 interrelated	 and	 intertwined,	 and	 research	plays	 a	 very	
important	 role	 in	 this	 relationship.	He	 stresses	 the	 fact	 that	 teaching	and	 research	
are	closely	related	and	fundamental	for	university	level	educating.	Although	his	view	
is	in	relation	to	teaching	conference	interpreting,	it	is	all	the	more	valid	in	relation	to	
teaching	community	interpreting.	This	is	the	first	broad	gap	that	this	study	intends	to	
bridge;	namely	the	lack	of	research	into	teaching	community	interpreting.		
	
That	 being	 said,	 the	 field	 of	 translation	 and	 interpreting	 has	witnessed	 a	 surge	 in	
pedagogy-oriented	research	in	recent	years,	along	with	the	establishment	of	several	
specialized	 journals.	 Interpreting	education	 is	 a	 large	 field	 that	encompasses	many	
areas	such	as	curriculum	design,	teaching	methods	and	assessment,	to	name	just	a	
few.	 Abdel	 Latif	 (2018,	 p.325)	 identifies	 six	 main	 areas	 of	 pedagogy-oriented	
research	areas	that	were	published	in	11	international	 journals	from	2005	to	2015:	
Proposed	 training	 research;	 training	 programme	 evaluation	 research;	 assessment	
research;	 process	 research;	 product	 research;	 professionals’	 research	 and	
perceptions	research.	He	also	identifies	more	than	20	sub-areas	or	trends	within	the	
6	areas.	Classroom	practice	constitutes	just	one	of	the	sub-areas.	Moreover,	most	of	
the	 studies	 that	 looked	 into	 the	 classroom	 practices	 are	 either	 evaluative	 and/or	
prescriptive.	 Indeed,	 all	 these	 areas	 still	 provide	 very	 rich	 soil	 for	 research	 but	 to	
address	a	specific	gap	in	research,	the	present	study	focuses	on	the	actual	process	of	
teaching	and	learning	interpreting	skills	 in	the	classroom	and	on	the	perceptions	of	
the	main	participants—teachers	and	students.	Literature	abounds	with	evidence	of	
the	lack	of	research	in	this	area:	“There	are	hardly	any	descriptive	studies	of	what	is	
happening	 in	 the	 classroom”,	 Davies	 asserts	 (2005,	 p.66).	 Pöchhacke	 	 (2010,	 P.4)	
argues	that	there	is	very	little	evidence	of	the	effectiveness	of	teaching	approaches	
or	methodologies	used	 in	the	classroom	(2010,	p.4).	Pöchhacker	states	very	clearly	
that“We	 know	 very	 little	 about	 what	 actually	 transpires	 in	 the	 interpreting	
classroom”	(2010,	p.4).	
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This	 is	 a	more	 specific	 gap	 that	 this	 study,	 as	 a	 starting	 point,	 intends	 to	 address,	
namely	 the	 lack	 of	 empirical	 research	 in	 community	 interpreting	 classrooms	 that	
produces	 descriptive	 qualitative	 data	 to	 help	 understand	 the	 phenomena	 of	
interpreting	 teaching,	 and	 thus	 hopefully	 come	 up	 with	 some	 generalisation	 to	
enable	us	to	form	a	theoretical	basis	to	guide	the	process.	
	
2.7.	Classroom	communication	and	interpreting	teaching	and	
learning:	
Communication	among	the	parties	 involved	in	the	process	of	teaching	and	learning	
interpreting	is	another	problematic	issue	in	the	interpreter’s	training.	Of	course,	the	
parties	 to	 the	process	are	numerous.	The	end	user	of	 the	 interpreter’s	 service	 is	a	
very	important	stakeholder	and	needs	to	communicate	to	the	educational	institution	
what	the	market	requirements	and	expectations	are.	The	educational	institution	as	a	
whole	is	another	stakeholder	and	within	it	are	the	curriculum	designers,	assessment	
designers,	 course	 co-ordinators,	 scholars	 (theorists),	 some	 of	 whom	 are	 teachers	
(lecturers	 and	 tutors),	 and	 students.	We	definitely	 cannot	 ignore	 the	 accreditation	
bodies.	 For	 the	 purpose	 of	 the	 study	 we	 will	 look	 into	 communication	 between	
educators	 and	 students	 at	 one	 end	 and	 theories,	 views	 and	 recommendations	 of	
scholars	(theorists),	who	provide	theories	and	methodologies	to	be	used	in	class,	at	
the	 other.	 Davies	 puts	 “interaction	 between	 all	 the	 participants	 of	 the	 learning	
setting”	at	the	top	of	the	list	of	factors	that	affect	the	design	of	classroom	activities	
and	dynamics	(2004,	p.17).		
	
A	relatively	recent	study	demonstrated	such	collaborative	work	among	the	end-user	
agencies,	 the	 market	 needs,	 scholars	 and	 teachers	 and	 students	 to	 inform	 and	
improve	the	teaching	and	learning	process.	Helen	Slatyer’s	(2006,	2015)	study	is	an	
action	 research	 conducted	 collaboratively	 by	 an	 academic	 institution,	 interpreting	
agencies	and	scholars	and	teachers	as	well	as	interpreting	candidates.	The	research	
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started	 with	 a	 pilot	 study	 for	 curriculum	 design	 on	 a	 small	 cohort	 of	 interpreting	
candidates.	The	pilot	course	consisted	of	three	phases:		
Phase	1:	one	week	of	intensive	face-to-face	teaching;		
Phase	2:	six	weeks	of	mentored	and	supervised	fieldwork;	
Phase	3:	one	week	of	face-to-face	teaching.		
	
Data	 was	 collected	 via	 classroom	 observations	 as	 well	 as	 student	 and	 teacher	
interviews.	 The	 analysis	 of	 the	 findings	 was	 used	 to	 identify	 the	 strengths	 and	
weakness	of	 the	course	design	and	 implementation	to	 inform	and	plan	the	second	
cycle	 (Slatyer,	2006,	2015).	Although	there	are	many	differences	between	Slatyer’s	
study	and	this	study	in	relation	to	research	type	and	approach,	both	studies	look	into	
interpreting	 classrooms	 and	 investigate	 students’	 and	 teachers’	 views.	 One	 of	 the	
strengths	 of	 Slatyer’s	 study	 is	 that	 it	 brings	 the	 market	 needs	 and	 interpreting	
agencies	into	the	communication.	The	study	at	hand	looks	into	many	aspects	of	the	
teaching	and	learning	processes	across	many	units	in	well-established	courses	for	a	
whole	academic	year.		
	
This	 ‘interaction’	 between	 stakeholders	 requires	 a	 high	 level	 of	 effective	
communication.	 Many	 authors	 highlight	 the	 importance	 of	 the	 communication	
among	 participants	 in	 the	 teaching	 process.	 Takeda	 (2010,	 p.45)	 stresses	 the	
importance	 of	 this	 two-direction	 communication:	 students’	 feedback	 to	 improve	
teaching	 and	 teachers	 being	 clear	 and	 articulate	 about	 their	 teaching	 methods:	
“Student	feedback	is	a	valuable	resource	for	continuous	improvement	in	teaching	….	
Teachers	should	articulate	and	rationalise	to	students	the	purpose	of	what	they	are	
doing	 in	 interpreting	 classes”.	 The	 current	 study	 looks	 into	 feedback	 exchanged	
between	teachers	and	students.	As	will	be	discussed	later	in	the	Analysis	(Chapter	5),	
the	study	 investigates	 in	depth	various	 forms	of	 teacher	and	student	 feedback	and	
how	 they	 affected	 the	 teaching	 and	 learning	 process.	 Davies	 also	 emphasises	 the	
role	 of	 communication	 in	 the	 classroom:	 “Multiple	 voices	 should	 be	 heard	 in	 the	
classroom:	those	of	teachers	and	students	as	well	as	those	of	different	theorists	and	
	 17	
researchers”	 (2004,	 p.4).	 Davies’	 statement	 suggests	 that	 there	 is	 a	 lack	 of	
communication:	 The	 three	 partners	 that	 affect	 the	 training	 are	 quite	 distant	 from	
each	other	 (teacher,	 interpreter	and	 the	 theorist).	Gile’s	view	seems	 to	agree	with	
Davies’	 when	 it	 comes	 to	 researchers	 and	 their	 findings:	 “It	 [training-oriented	
research]	 does	 not	 seem	 to	 have	 any	 significant	 effect	 on	 training	 methods	 and	
results	except	in	courses	given	by	the	researchers	themselves,	and	sometimes	in	the	
schools	where	they	teach”	(Gile,	1990,	p.33).	
	
The	 following	 are	 some	 aspects	 of	 this	 communication	 that	 need	 to	 be	 optimised	
throughout	the	teaching	learning	process.	The	teachers	should	clearly	communicate	
the	 goals	 and	 the	 guidelines	 of	 the	 program	 in	 general	 and	 the	 topic	 at	 hand.	
Teachers	are	responsible	for	raising	their	students’	awareness	of	their	active	role	as	
learners	(Sainz,	1995,	p.139).	Another	important	role	of	teachers	is	to	articulate	the	
rationale	behind	classroom	activities	and	encourage	and	elicit	students’	feedback	in	
the	clearest	way	possible,	which	is	essential	to	empower	students	and	improve	both	
the	teaching	and	learning	process	(Takeda,	2010).		
	
	Descriptive	 qualitative	 data	 of	 classroom	 activities	 analysed	 along	 with	 students’	
and	teachers’	feedback	is	a	valid	and	valuable	starting	point	to	address	the	issue	of	
communication.	The	wealth	and	depth	of	the	qualitative	data	will	shed	light	on	the	
level	of	communication	that	happens	in	the	classroom.	This	is	another	gap	that	this	
study	is	addressing.	One	point	worth	mentioning	here	is	that	students’	feedback	can	
be	 obtained	 through	 many	 channels.	 Takeda	 (2010),	 in	 her	 study	 entitled	 “what	
interpreting	teachers	can	learn	from	their	students”,	introduces	a	valid	new	method	
in	 eliciting	 feedback	 from	 students	 about	 their	 interests	 and	 needs.	 She	 used	 the	
students’	 research	 papers	 to	 highlight	 their	 interests	 and	 concerns	 about	 the	
process.	 	 Students’	 research	 papers	 showed	 their	 keen	 interest	 in	 the	 process	 of	
interpreting	and	the	methodologies	they	can	use	to	deal	with	challenges	during	this	
process.	It	showed	students’	interest	in	linguistic	competency	and	the	inadequacy	of	
the	 curriculum	 component	 to	 deal	 with	 it.	 Backing	 this	 up	 with	 class	 surveys	 and	
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interviews	 can	 shed	 considerable	 light	on	 student	 experiences	during	 the	 teaching	
and	learning	process	(Takeda,	2010).	
	
2.8.	Theory	and	interpreting	teaching	and	learning	
Theory	is	a	controversial	issue	in	teaching	interpreting.	Before	discussing	the	issue	of	
theory	 in	 interpreting	 teaching,	 a	differentiation	needs	 to	be	made	between	 three	
kinds	 or	 categories	 of	 theories	 that	 are	 distinct	 yet	 interrelated,	 intertwined,	 and	
most	importantly	very	complementary	to	each	other.			
	
The	first	is	a	base	of	theoretical	framework	to	help	teachers	identify	problems,	and	
suggest	and	justify	choices	of	strategies	to	help	students	face	those	challenges,	such	
as	Gile’s	models	 (1995)	 and	Baker’s	work	on	 the	 issue	of	 equivalence.	 The	 second	
category	 is	 theories	 that	 equip	 teachers	 with	 the	 right	 and	 appropriate	
methodologies	 to	 be	 used	 in	 the	 classroom	 such	 as	 Hale’s	 comprehensive	
description	of	methods	to	employ	in	the	classroom	to	teach	interpreting	skills	(2007)	
as	 well	 as	 teaching	 theories	 that	 advocate	 student-centred	 approaches	 and	 help	
teachers	plan	 the	 appropriate	 activities	 to	 cater	 for	 all	 learning	 styles.	 The	 third	 is	
theories	from	other	disciplines	that	explain	the	interpreting	process	itself	such	as	the	
linguistic,	sociolinguistic,	pragmatics	and	discourse	analysis	theories.	Some,	if	not	all,	
of	 these	 theories	 can	 and	 should	 be	 used	 by	 both	 students	 and	 teachers.	 A	 good	
example	is	Gile’s	effort	model,	as	will	be	discussed	later.		
	
Although	there	is	not	yet	enough	evidence	of	the	advantages	of	including	theory	in	
teaching	 interpreting	 courses,	many	 scholars	 discuss	 and	 propose	 various	 theories	
and	views	on	what	and	how	these	theories	should	be	incorporated	into	interpreting	
courses	either	in	terms	of	quantity	or	quality.		
	
Translation	 and	 communication	 theories,	 discourse	 analysis,	 pragmatics	 and	
sociolinguistics	as	well	as	modern	educational	approaches	and	language	acquisition	
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are	all	undoubtedly	relevant	to	interpreting.	How	much	theory	should	be	taught	and	
at	what	depth	 in	any	 interpreting	course?	Scholars’	views	vary.	Niska	suggests	that	
“ideally	 an	 interpreting	 course	 should	 consist	 of	 50%	 theory	 and	 50%	 practice”	
(2002,	 p.139).	 Other	 scholars’	 views	 vary	 between	 two	 extremes:	 Viaggio	 (1992)	
argues	 that	 translation	 and	 interpreting	 training	 should	 include	 a	 wide	 range	 of	
theories	from	linguistic	and	communication	theories	to	even	anatomy,	especially	for	
interpreters,	 while	 Lederer	 (2007,	 p.18)	 suggests	 that	 only	 one	 theory	 should	 be	
used	 in	 training.	 Gile	 (2009,	 p.17)	 believes	 that	 the	 main	 benefits	 and	 therefore	
selection	criteria	of	the	theory	to	be	used	is	its	“explanatory	power”.		Although	there	
is	 not	 any	 definite	 answer	 as	 to	 how	 much	 theory	 and	 which	 theory	 should	 be	
included,	 many	 scholars	 emphasise	 that	 theoretical	 components,	 research	 and	
scholarly	acquisition	of	knowledge,	as	well	as	keeping	abreast	of	 the	advances	and	
the	literature	of	the	field,	are	main	characteristics	of	academic	education	as	opposed	
to	 vocational	 and	 apprenticeship	 training	 (Baker,	 1992;	 Viaggio,	 1992;	 Gile,	 2009;	
Lederer,	2007;	Sawyer,	2004;	Pöchhacker,	2004;	Pöchhacker	2010;	Takeda,	2010).		
	
Gile	identifies	the	advantages	of	teaching	theory	in	two	main	domains:	pedagogical	
advantages	 and	 non-pedagogical	 advantages.	 With	 regards	 to	 non-pedagogical	
advantages,	 theory	 helps	 to	 advance	 the	 profession	 and	 develop	 research	 in	 the	
field.	 He	 expressed	 that	 the	 advantages	 of	 any	 theoretical	 framework	 and	
consequently	 its	 power	 and	 effectiveness	 lie	 in	 its	 explanatory	 power.	He	 explains	
the	pedagogical	advantages	of	the	theory	in	three	main	areas:	
- Understanding	 the	 phenomena:	 Theory	 helps	 students	 understand	 the	
choices	 that	 the	 author	 of	 the	 text	 makes,	 his	 aims,	 the	 marked	 and	
unmarked	grammar	and	expressions.	
- Understanding	 translation	 difficulties:	 Theory	 helps	 students	 understand	
linguistic	difficulties	and	why	it	is	difficult	to	translate	some	texts.	
- Possessing	 and	 understanding	 different	 translation	 strategies:	 Theory	 helps	
students	understand	the	rationale	of	teachers’	choices	of	specific	strategies.	
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A	 theoretical	 framework	 helps	 students	 make	 better	 choices	 when	 it	 comes	 to	
strategies	and	enables	them	to	continue	adopting	appropriate	strategies	when	they	
join	 the	 profession,	 which	 helps	 them	 advance	 at	 a	 faster	 pace	 as	 professional	
interpreters.	 In	 order	 for	 a	 theoretical	 framework	 to	 be	 beneficial	 to	 students,	 it	
needs	to	meet	certain	criteria.		Gile	(2009)	suggests	that	theory	should	be	relevant	to	
the	 students’	 needs	 and	 the	 practical	 exercise	 they	 do,	 it	 should	 be	 easy	 to	
understand,	 and	 it	 should	 be	 reinforced	 throughout	 training	 whenever	 relevant	
practice	 arises.	 It	 is	 also	 emphasised	 that	 students	 must	 be	 sensitised	 before	
introducing	 the	 theory.	 Sensitising	means	 that	 students	 should	 be	made	 aware	 of	
the	problem	through	practical	exercises	before	offering	them	the	theory	(Gile,	1992,	
1995,	2009;	Baker,	1992;	Hale,	2007).		
	
Takeda,	 in	 discussing	 her	 study	 results,	 identifies	 the	 advantages	 of	 using	 and	
teaching	the	relevant	theories	for	both	teachers	and	students.	Theory	helps	teachers	
employ	a	systematic	approach	to	identify	the	challenges	students	face	and	methods	
to	overcome	 these	challenges.	Theory	helps	 students	 reflect	on	and	evaluate	 their	
own	performance,	which	will	 help	 them	become	more	 “adaptive	 and	autonomous	
learners”	(Takeda,	2010,	p.44).	Lederer	(2007)	shares	the	same	views	and	promotes	
the	 idea	 that	 trainers	 do	 not	 need	 to	 be	 translation	 and	 interpreter	 scholars	 but	
need	 to	 have	 a	 basic	 understanding	 of	 the	 translation	 and	 interpreting	 cognitive	
operations	as	well	as	contextual	linguistics	and	discusses	the	theoretical	concepts	in	
relation	to	the	three	phases	of	translation:	understanding,	deverbalisation	(the	stage	
between	understanding	and	reformulation)	and	carrying	sense	to	the	other	language	
(production)	and	their	implication	in	the	training.					
	
Although	 the	 availability	 of	 theory	 is	 not	 a	 problematic	 issue,	 choosing	 a	 suitable	
theory	 or	 theories	 for	 teaching	 community	 interpreting	 is.	 There	 is	 a	 lack	 of	 a	
comprehensive	 theoretical	 framework	 that	 specifically	 addresses	 teaching	
community	 interpreting.	 Many	 scholars	 have	 developed	 theories	 or	 theoretical	
frameworks,	but	most	relate	to	the	contexts	of	teaching	translation	and	conference	
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interpreting,	 except	 perhaps	 Hale’s	 complete	 methodology	 map	 on	 teaching	
interpreting	 skills	 (2007).	 Many	 scholars	 believe	 that	 translation	 and	 interpreting	
have	 much	 more	 in	 common	 than	 differences	 and	 the	 differentiations	 lie	 in	 the	
constraints	 (Lederer,	 2007;	 Viaggio,	 1992).	 Therefore,	 many	 if	 not	 all	 of	 those	
theories	 are	 relevant	 and	 useful	 to	 community	 interpreting.	 For	 example,	 Baker’s	
work	(1992)	on	the	 issue	of	equivalence	 is	very	comprehensive	and	can	be	used	 in	
teaching	 community	 interpreting	 to	 provide	 interpreting	 students	 with	 various	
strategies	to	deal	with	the	issue	of	equivalence	on	many	levels:	lexical,	syntactic	and	
textual.	 Indeed,	 many	 of	 the	 translation	 theoretical	 concepts	 are	 used	 in	
interpreting,	 especially	 to	 advance	 the	 teaching.	 Smith’s	 study	 using	 Think	 Aloud	
Protocol	(TAP)	is	a	vivid	example	of	making	use	of	well-established	methods	used	in	
the	 translation	 field	 	 to	 study	 and	 research	 interpreting.	 	 Smith	 suggests	 some	
modifications	to	the	TAP	to	be	used	to	access	the	interpreter’s	hidden	processes	to	
inform	interpreting	research	and	training,	as	was	done	in	the	translation	field	(Smith,	
A.,	2014).		
	
Gile’s	work	of	the	basic	concepts	and	models	for	interpreter	and	translator	training		
(1995;	2009)	can	offer	a	relatively	wide-ranging	and	complete	theoretical	framework	
to	be	used	in	the	classroom,	starting	with	his	views	on	translation/interpreting	as	a	
communicative	act	and	 its	 implications	 to	understanding	and	 learning	 interpreting,	
to	 his	 extensive	 work	 on	 the	 concept	 of	 comprehension.	 Interestingly	 and	
importantly	 he	 summarised	 that	 deep	 discussion	 on	 comprehension	 into	 simple	
teaching	 suggestions	 and	 simple	 learning	 principles	 to	 help	 both	 teachers	 and	
students.	Table	2.1		summarises	some	of	the	concepts	and	models.	
	
Although	the	concepts	and	models	presented	and		discussed	by	Gile	are	mostly	for	
translation	and	conference	 interpreting	and	although	they	do	not	address	many	of	
the	issues	associated	with	dialogue	interpreting	such	as	spontaneous	conversational	
speech	 features	 such	 as	 hesitations,	 backtracking	 and	 turn-taking	 issues	 which	
impact	the	interpreter’s	role,	they	can	have	implications	for	community	interpreting	
teaching	 and	 learning	 especially	 in	 the	 context	 of	 this	 study.	 As	 illustrated	 in	 the	
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Findings	 (Chapter	 4),	 consecutive	 interpreting	 is	 the	 dominant	 interpreting	 mode	
taught	 and	 practiced	 in	 the	 classrooms	 Also	 the	 data	 shows	 that	 dialogue	
interpreting	 activities	were	practiced	mostly	 in	 the	 form	of	 short	 consecutive.	Gile	
proposes	simple	adjustments	to	his	models	to	make	them	adaptable	to	teaching	and	
learning.	 Each	 chapter/model	 and	 concept	 includes	 two	 sections:	 	 teaching	
suggestions	and	important	points	for	students	to	remember.	The	practicality	of	the	
concepts	and	models	makes	them	useful	for	both	teachers	and	students.	Gile	draws	
on	a	long	experience	in	teaching,	provides	many	simple	examples,	does	not	propose	
teaching		dry	theory	and	provides	both	teachers	and	students	with	instructions	and	
suggestions	on	how	to	use	the	models.	The	following	is	a	brief	discussion	of	some	of	
these	models:	
Table	2-1	:	Gile’s	concepts	and	models	
Comprehension	 is	 relative	 and	 subjective;	 relies	 on	
linguistic	 and	 extralinguistic	 knowledge	
and	analysis.	
Fidelity		 a	 message	 can	 be	 verbalized	 in	 many	
different	ways;	
changes	 can	 be	 legitimate	 or	 even	
necessary.	
The	sequential	model		 Interpreting	 involves	 comprehension	
then	reformulation.	
Identifying	the	difficulties	at	each	phase.	
The	gravitational	model	 Availability	of	the	linguistic	knowledge;		
High	 level	 of	 comprehension	 and	
production	availability;	
Availability	is	not	static:	it	increases	with	
stimulation.	
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The	effort	model	 Interpreter	processing	capacity	is	limited;	
High	 linguistic	 competency	 frees	
processing	capacity	for	analysis.	
Coping	strategy	 Interpreter	encounters	difficulties;	
Coping	 tactics	 are	 to	 prevent	 or	 limit	
damage	resulting	from	difficulties.	
		
Comprehension	of	any	text	relies	on	the	linguistic	knowledge	of	the	source	language	
as	 well	 as	 the	 extra-linguistic	 knowledge	 of	 the	 interpreter.	 The	 extra-linguistic	
knowledge	basically	consists	of	the	interpreter’s	knowledge	base	of	the	topic	as	well	
as	 the	 ‘ad	 hoc	 knowledge’	 acquired.	 	 The	 ‘ad	 hoc	 knowledge’	 is	 the	 knowledge	
acquired	 for	 a	 particular	 text,	 context	 or	 task.	 Gile	 explains	 the	 different	 types	 of	
knowledge	 acquisition	 and	 the	 level	 of	 importance	 of	 such	 knowledge	 for	 each	
interpreting	 mode	 according	 to	 the	 constraints	 of	 each	 activity	 (Gile,	 2009,	 p.79-
100).	
	
The	 concept	 of	 fidelity	 highlights	 the	 fact	 that	 any	 message	 can	 be	 verbalised	 in	
many	different	ways	 in	 the	same	 language.	 It	also	explains	 that	 the	same	message	
can	convey	different	meanings.	At	its	most	basic	form,	the	fidelity	concept	can	give	
the	interpreter	a	more	accurate	definition	of	accuracy.	It	allows	students	to	think	of	
changes	 as	 legitimate	 and	 even	 necessary	 sometimes	 to	 achieve	 accuracy	 in	 the	
target	 language.	 As	 an	 interpreter,	 I	 find	 reflecting	 on	 the	 concept	 of	 fidelity	 very	
useful	in	justifying	and	theoretically	backing	up	my	choices	(Gile,	2009,	p.	79-100).			
	
The	sequential	model	is	designed	mainly	for	translation.	Its	core	idea,	in	the	simplest	
form,	 is	 to	 separate	 the	 comprehension	 and	 reformulation	 phases.	 For	
comprehension,	the	translator	deals	with	text	segments	(translation	units)	applying	
both	 linguistic	 and	 extra-linguistic	 knowledge	 to	 achieve	 understanding	 of	 the	
translation	unit	in	its	context.	Both	linguistic	and	extra-linguistic	knowledge	are	very	
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important	but	the	‘ad	hoc	knowledge’	remains	crucial.	On	achieving	comprehension	
and	forming	a	meaning	hypothesis,	the	translator	checks	it	for	plausibility.	Then	the	
reformulation	phase	 starts.	 The	 translator	has	 to	 check	whether	 the	 reformulation	
product	 is	 acceptable	 and	 faithful	 before	moving	 to	 the	 next	 translation	 unit.	 The	
importance	of	non-trivial	analysis	and	decision	making	 is	emphasized	 in	the	model.	
The	constraints	of	interpreting	as	opposed	to	translation	are	discussed.	The	model	is	
beneficial	 to	 raise	 students’	 awareness	 of	 the	 importance	 of	 comprehension,	
students’	 knowledge	 base	 (linguistic,	 extra-linguistic	 and	 ‘ad	 hoc’	 knowledge	
acquisition).	 The	 model	 also	 can	 help	 students	 identify	 their	 error	 types	 and	 the	
stage	at	which	those	errors	take	place	(comprehension	or	reformation)	to	be	able	to	
use	the	appropriate	strategy	to	rectify	such	errors	(Gile,	2009,	p.101-124).	
	
The	 gravitational	model	 of	 knowledge	 is	 about	 the	 availability	 of	 such	 knowledge.	
The	model	in	its	basic	form	explains	that	such	availability	is	not	binary	or	static:	the	
availability	of	any	knowledge	is	dynamic	and	can	vary	which	means	that	the	time	and	
effort	to	retrieve	such	knowledge	can	vary.	The	model	highlights	the	importance	of	
stimulation	 to	 sustain	 the	 availability	 of	 knowledge.	 It	 also	 emphasises	 the	
importance	of	 the	high	 speech	comprehension	and	production	 in	 interpreting.	The	
model	 dynamics	 and	 rules	 can	 be	 used	 as	 a	 guide	 to	 language	 proficiency	
enhancement	 for	 interpreting	 students.	 The	 same	 can	 be	 said	 and	 applied	 to	 the	
knowledge	acquisition	model	(Gile,	2009,	pp.	219-243).	
	
The	 effort	 model	 basically	 explains	 the	 fact	 that	 the	 interpreter	 has	 a	 limited	
processing	 capacity.	 Processing	 capacity	 is	 the	 (human)	 interpreter’s	 ability	 to	
perform	 certain	 tasks	 under	 certain	 constraints.	 Taking	 into	 consideration	 the	
complexity	 of	 the	 interpreting	 process,	 the	 interpreter	 is	 working	 with	 limited	
processing	 capacity	 to	 perform	 many	 tasks:	 active	 listening,	 comprehension	 and	
analysis,	 decision	 making,	 finding	 equivalence	 on	 various	 levels	 and	 producing	
articulate	 interpretations.	 The	 effort	 model	 highlights	 and	 emphasises	 the	
importance	of	a	high	level	of	linguistic	and	extra-linguistic	competencies	to	optimise	
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the	use	of	such	a	limited	resource	as	‘processing	capacity’	to	enhance	performance	
by	 freeing	 processing	 capacity	 for	 demanding	 sub-tasks	 such	 as	 analysis.	 Although	
the	effort	model	is	probably	the	most	relevant	to	the	study,	as	it	offers	an	effective	
tool	 to	 raise	 students’	 awareness	 and	 provide	 a	 rationale	 for	 the	 challenges	
associated	with	the	acquisition	of	 interpreting	skills,	 it	does	not	specifically	address	
the	interpreter’s	role	as	a	coordinator	between	at	least	two	interlocutors		in	dialogue	
interpreting	(Gile,	2009,	157-190).			
		
The	 coping	 tactics	model	 is	 also	 of	 relevance	 to	 community	 interpreting	 teaching,	
even	 though	 it	 is	 designed	 for	 conference	 interpreting.	 The	 main	 idea	 is	 that	
interpreters	face	difficulties.	The	focus	and	aim	of	coping	strategies	is	to	prevent	or	
at	least	minimize	the	damage	caused	by	such	difficulties.	Like	the	effort	model,	the	
coping	 tactics	model	deals	mostly	with	 simultaneous	and	 consecutive	 interpreting,	
but	does	not	address	 some	coping	 strategies	used	 in	dialogue	 interpreting	 such	as	
asking	for	clarification.	
	
Although	 this	 is	 not	 an	action-research	 study	 that	employs	existing	 theories	 in	 the	
teaching/learning	process,	it	uses	some	of	the	theoretical	frameworks,	concepts	and	
models	 as	 well	 as	 the	 existing	 body	 of	 relevant	 research	 to	 explore,	 identify	 and	
possibly	 explain	 some	 aspects	 of	 the	 challenges	 that	 face	 parties	 to	 the	 process	
(students	and	teachers).	The	concepts	and	models	discussed	above	were	chosen	as	
they	 satisfy	 Gile’s	 criteria	 for	 inclusion	 of	 theoretical	 components:	 they	 are	 easy,	
relevant	 and	 can	 be	 reinforced	 through	 the	 teaching	 and	 learning	 process	 (Gile,	
2009,	p.	191-217).	
	
Dialogue	 interpreting	 is	of	 specific	 significance,	as	 it	 is	known	to	be	 the	most	used	
interpreting	mode	 in	 community	 or	 public	 service	 settings.	 The	 terms	 ‘community	
interpreting’,	 ‘liaison	 interpreting’	 and	 ‘dialogue	 interpreting’	 are	 often	 used	
interchangeably	in	the	literature	and	characterised	by	the	interpreter	interpreting	in	
at	least	two	languages.		
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Dialogue	interpreting	has	 its	own	challenges	and	constraints	that	were	explored	by	
many	scholars	as	 it	 is	starting	to	gain	more	recognition	 in	 the	 literature.	Wadensjö	
(1993)	 discusses	 the	 double	 role	 of	 the	 interpreter	 in	 dialogue	mode	 and	 setting:	
relaying	and	co-ordinating.	This	double	role	has	its	demands	and	constraints	on	the	
interpreter	and	requires	specific	consideration	in	educating	the	 interpreter.	Ozolins	
(1995)	explains	the	challenge	that	the	dialogue	or	liaison	interpreter	faces	in	relation	
to	the	different	status	of	his	clients	and	the	implication	in	relation	to	training.	Hale	
(2007)	 also	 discusses	 the	 complexity	 of	 dialogue	 interpreting	 in	 relation	 to	 the	
interpreter’s	role	in	various	settings	(e.g.	medical	and	legal	settings).			
	
Dialogue	 interpreting	 involves	a	 complex	 linguistic	 interaction,	which	also	makes	 it	
suitable	as	a	medium	for	language	teaching	and	learning.	Munro	(1999)	argues	that	
this	 complex	mode	 of	 triadic	 communication	 helps	 students	 to	 learn	 and	 develop	
communication	competency	in	at	least	two	languages,	and	enables	them	to	develop	
a	 high	 level	 of	 proficiency	 as	 they	 need	 to	 express	 the	 ideas	 of	 participants	 from	
various	 socio-educational	 backgrounds,	 as	 opposed	 to	 speaking	 the	 language	
spontaneously.	 He	 also	 explains	 the	 advantages	 of	 using	 dialogue	 interpreting	 in	
language	 teaching	 for	 its	 communicative	 function	 as	 students	 learn	 to	 use	 their	
languages	 to	construct	various	discourses,	 relate	 to	others	and	express	meaning	 in	
various	 settings	 and	 registers.	 Sanderelli	 (2015,	 pp.173-175)	 agrees	 with	 Munro’s	
views	on	the	advantages	of	using	dialogue	 interpreting	as	a	 language	teaching	tool	
for	its	communicative	function	and	the	opportunity	it	offers	to	students	to	improve	
their	 understanding	 and	 production	 in	 various	 settings,	 knowledge	 types	 and	
registers.		
	
From	a	 theoretical	 and	 research	perspective,	 dialogue	 interpreting	has	 gained	 and	
continues	to	gain	more	ground	in	the	literature.	For	the	last	three	decades	scholars	
and	researchers	have	enriched	the	 literature	with	a	 large	number	of	works	 looking	
into	 this	 specific	 kind	 of	 translation	 studies	 from	 various	 angles.	 Wadensjö’s	
extensive	 work	 on	 interpreting	 as	 an	 interaction	 can	 be	 used	 as	 a	 theoretical	
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framework	 for	 teaching	 and	 learning	 dialogue	 interpreting	 as	 it	 offers	 a	 deep	
understanding	 of	 the	 language	 as	 a	 communicative	 and	 meaning	 construction	
activity.	 The	differentiation	 she	made	between	dealing	with	 talk	as	an	activity	and	
dealing	with	talk	as	text	can	and	should	be	used	to	raise	both	students’	and	teachers’	
awareness	 of	 the	 complexity	 of	 dialogue	 interpreting.	 Such	 awareness	 has	
implications	for	the	teaching	and	learning	processes:	the	role	of	the	interpreter	then	
gains	 more	 weight	 not	 only	 as	 a	 reporter	 or	 recapitulator	 but	 also	 as	 an	 active	
responder.	 Consequently,	 interpersonal	 skills,	 situational	 context	 knowledge	 and	
dealing	 with	 the	 balance	 of	 power,	 discourse	 analysis	 knowledge	 and	 skills,	
knowledge	 of	 speech	 genres,	 conversational	 analysis	 skills,	 as	 well	 as	 deep	
understanding	of	the	code	of	ethics	will	have	to	be	properly	addressed	as	important	
components	of	the	teaching	and	 learning	(Wadensjö,	1998,	2004,	2014;	Roy,	2000;	
Hale,	2007).		
	
With	the	realization	of	the	complexity	of	dialogue	interpreting,	role-play	emerges	as	
a	very	important	tool	in	teaching	and	learning.	Role-play	has	been	used	in	education	
for	various	purposes:	language	teaching,	interpersonal	and	interview	skills	teaching.	
It	 is	 also	 used	 in	 interpreting	 training.	 Literature	 is	 abundant	 with	 role-play	
definitions,	rules	and	difficulty	 levels	as	well	as	advantages	and	drawbacks	of	using	
this	tool.	Wadensjö	(2014)	discusses	role-play	mainly	as	an	assessment	tool	but	also	
as	a	teaching	tool,	which	examiners	and	(trainers)	need	to	understand	properly	to	be	
able	to	make	appropriate	use	of	it.		
	
Cirillo	 and	 Niemants’	 (2017)	 edited	 volume	 Teaching	 Dialogue	 Interpreting:	
Research-based	 Proposals	 for	 Higher	 Education,	 which	 was	 published	 when	 this	
thesis	was	 already	 in	 its	 final	 stages,	 includes	 a	 number	 of	 scholarly	 contributions	
focusing	on	teaching	dialogue	interpreting	in	particular.	The	book	is	potentially	very	
useful	for	both	tutors	and	students	as	well	as	researchers.	It	presents	and	discusses	
various	 scholars’	 work	 and	 research	 in	 relation	 to	 many	 aspects	 of	 dialogue	
interpreting	teaching	and	learning	which	are	beyond	the	scope	of	the	current	study.	
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However,	 in	 spite	 of	 such	 work,	 Cirillo	 and	 Niemants	 state	 that	 interpreting	
classrooms	have	not	yet	completely	benefited	from	research.	The	editors	note	that	
the	 leap	 from	 research	 findings	 to	 classroom	 activities	 is	 not	 straightforward,	 and	
they	stress	that	it	is	important	for	research	findings		to	be	relevant	to	both	teachers	
and	students	(Cirillo	and	Niemants,	2017,	p.10).	
	
So,	dialogue	interpreting	is	still	lacking	systematic	research	at	a	scale	that	can	lead	to	
forming	 a	 comprehensive	 theoretical	 framework	 that	 can	 be	 readily	 used	 by	
teachers	and	students	 in	the	community	 interpreting	classroom.	 	Although	 it	 is	not	
claimed	that	the	present	study	offers	any	theory	to	bridge	this	gap,	it	has	generated	
a	mass	of	descriptive	data	that	can	help	identify	patterns	in	the	process.	The	study	is	
also	 easy	 to	 replicate	 to	 produce	 more	 data	 in	 different	 settings.	 	 The	 study	 is	
therefore	 the	 first	 logical	 step	 in	 a	 long	 process	 to	 identify	 certain	 patterns	 that	
might	lead	to	theory	formation.	
	
As	 mentioned	 earlier,	 Hale’s	 model	 (2007,	 p.179-182)	 is	 probably	 the	 only	
comprehensive	model	designed	particularly	for	teaching	community	interpreting.		It	
is	 a	 fairly	 detailed	 model	 and	 gives	 both	 teachers	 and	 students	 a	 wide	 range	 of	
methodologies	 to	 use	 to	 teach	 and	 learn	 the	 basic	 competencies	 required	 for	
different	interpreting	modes	as	well	as	recommended	material	to	be	used.	She	also	
puts	 an	 example	 of	 an	 integrated	 training	 framework	 according	 to	 the	 three	
interpreting	 phases	 (comprehension,	 conversion	 and	 delivery)	 with	 suggested	
examples	 of	 theoretical	 grounds	 and	 competencies	 to	 be	 covered	 (Hale,	 2007,	 p.	
186-192).					
																																																																																																																																																																				
2.9.	Interpreting	teaching	methods	and	class	dynamics:	
The	issues	to	be	considered	in	interpreting	teaching	are	numerous	and	literature	on	
these	issues	is	patchy	and	far	from	comprehensive.	It	is	virtually	impossible	to	cover	
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all	 of	 these	 issues;	 however,	 a	 brief	 discussion	 on	 aspects	 that	 directly	 affect	 the	
classroom	is	necessary.	
	
Clarity	of	the	teaching	or	educational	objectives	is	the	first	and	most	essential	phase.	
The	advantages	of	the	clarity	of	teaching	or	educational	objectives,	both	general	and	
specific,	are:	 facilitating	communication	between	teachers	and	students;	helping	 in	
designing	 guidelines	 and	 instructions;	 choosing	 class	 activities	 and	 teaching	
methods;	 and	 providing	 the	 basis	 to	 assess	 the	 learning	 achieved	 by	 students.	
Specifying	the	objectives	or	the	goals	 is	essential	 to	design	a	curriculum,	as	well	as	
tasks	and	procedures	to	be	used	in	class	in	order	to	reach	these	goals	(Kelly,	2005).	
The	 terms	 ‘aims’,	 ‘goals’	 and	 ‘objectives’	 are	 sometimes	 used	 interchangeably.	 In	
curriculum	 literature,	however,	 their	hierarchy	 is	as	 follows:	aims	are	at	 institution	
level,	goals	are	at	program	level	and	objectives	are	at	specific	course	level	(Sawyer,	
2004,	p.51).	For	the	purpose	of	the	study	this	distinction	is	not	of	great	bearing.			
	
In	 Sawyer’s	 succinct	 review	 of	 the	 four	 foundations	 of	 the	 curriculum,	 he	 sees	
teaching	 philosophy	 as	 one	 of	 the	 foundations	 that	 shapes	 the	 educational	
objectives	and	thus	the	curriculum	design	(2004,	p.	44).	The	philosophy	of	teaching	
has	 changed	 from	 structuralist	 programs,	 teacher-centred	 classes	 and	 a	
transmissionist	approach	to	a	more	humanistic	approach	that	takes	a	great	deal	of	
interest	in	the	students	and	their	learning	styles	using	constructive	and	cooperative	
learning	 methods	 (Kelly,	 2005,	 p.11;	 Davies,	 2004,	 p.12;	 Slatyer,	 2015,	 pp.80-83).	
This	 transition	 of	 course	 does	 not	 take	 place	 overnight,	 neither	 does	 it	 take	 place	
entirely;	 rather	 there	 is	 a	 high	 degree	 of	 variation	 in	 the	 methods	 used	 as	 the	
dichotomy	is	rather	theoretical.	However,	this	transition	in	teaching	style	affects	the	
teaching	and	learning	process,	introducing	new	theories	and	methods	that	have	had	
an	 impact	 on	 the	 classroom	 activities	 and	 dynamics.	 The	 following	 are	 a	 few	
examples.	
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The	 humanistic	 approach	 views	 the	 student	 as	 an	 active	 party	 to	 the	 educational	
process	who	has	an	important	role	to	play	in	the	success	of	the	process.			According	
to	this	approach,	the	student’s	attitude,	aptitude,	learning	style,	feedback,	emotions	
and	 motivation	 are	 to	 be	 respected	 and	 catered	 for.	 The	 humanistic	 approach	
opened	the	door	for	more	new	concepts	such	as	‘meaningful	learning’,	‘autonomous	
learning’	and	‘motivation’	(Davies,	2004,	pp.12-13;	Slatyer,	2015,	pp.80-85).		
	
Co-operative	 learning	 is	 informed	by	and	draws	from	the	humanistic	approach	and	
the	concept	of	synergy.	 It	affects	the	teaching	process	 in	relation	to	group	work	to	
create	a	positive	classroom	atmosphere	where	all	students	are	actively	participating	
and	responsible	for	the	 learning	process	(Davies,	2004,	p.13).	Constructive	 learning	
revolves	 around	 the	 idea	 that	 students	 acquire	 new	 knowledge	 by	 building	 on	
existing	 knowledge	 taking	 into	 account	 their	 previous	 experiences	 and	 motives	
(Davies,	2004,	p.13).	This	approach	favours	autonomous	learning,	which	in	fact	is	the	
core	of	all	these	innovative	approaches	as	will	be	discussed	later.	
	
Although	translation	and	interpreting	scholars	established	a	considerable	preference	
towards	 the	 constructivist	 approach	 and	 student-centred	 classroom,	 the	 research	
interest	 has	 just	 picked	 up	 in	 studying	 how	 various	 approaches	 are	 perceived	 and	
adopted	in	the	translation	and	interpreting	classrooms.	The	recent	study	by	Li	(2017)	
explores	 and	 compares	 the	 beliefs	 of	 teachers	 and	 students	 in	 the	 process	 of	
teaching	and	learning	translation	and	interpreting.	The	study	compares	the	beliefs	of	
five	teachers	and	60	of	their	students	in	two	classes	in	relation	to	the	teaching	and	
leanings	beliefs.	The	study	looks	at	three	different	teaching	and	learning	approaches:	
behaviourism,	 constructivism	 and	 situated	 learning.	 The	 author	 proposed	 a	 broad	
definition	for	the	concept	‘beliefs’	as	one’s	beliefs,	knowledge,	attitude,	perception	
and	intuitions.	Based	on	questionnaire-elicited	data,	the	author	discusses	the	study’s	
findings,	 which	 indicated	 that	 teachers’	 beliefs	 affect	 their	 course	 and	 curriculum	
design,	 teaching	 style,	 classroom	 activities	 design,	 instructions	 and	 feedback.	 The	
study	 found	 that	 there	 was	 a	 difference	 between	 teachers’	 and	 students’	 beliefs:	
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while	 teachers’	 beliefs	 were	 a	 combination	 of	 behaviourism	 and	 constructivism,	
students’	 beliefs	 seemed	 to	 lean	 more	 towards	 behaviourism,	 and	 such	
discrepancies	 affected	 the	 classroom.	The	 study	also	 found	 that	 although	 teaching	
practice	is	affected	by	external	factors	such	as	institution	policy,	student	needs	and	
teaching	 resources,	 teachers’	beliefs	have	more	 impact	on	 teaching	strategies.	The	
study	 discusses	 the	 implications	 of	 the	 ‘misalignment’	 between	 teachers	 and	
students	 and	 the	 opportunities	 and	 advantages	 of	 using	 combined	 approaches	 in	
translation	and	interpreting	teaching.	The	author	compares	their	study	findings	with	
similar	 results	 in	 Klimkowski	 and	 Klimkowska’s	 study	 (2012),	 who	 found	 that	
postgraduate	 students	 in	 one	 Polish	 university	 prefer	 to	 have	 teachers	 in	 control	
providing	knowledge	and	direct	feedback	and	answers	(cited	in	Li,	2017,	p.2).			
	
Feedback	is	an	essential	element	in	teaching	and	learning	interpreting.	The	issue	of	
feedback	in	translation	and	interpreting	studies	has	been	the	focus	of	many	scholars	
and	 research	 studies.	 Feedback	 can	 take	 various	 forms:	 	 written	 feedback	 as	
opposed	 to	 oral	 feedback;	 classroom	 feedback	 vs.	 exam	 or	 assignment-based	
feedback.	Feedback	can	also	be	classified	according	to	its	source:	teacher	feedback,	
peer	feedback	and	self-feedback.	Lee	2018	discusses	in	considerable	depth	the	issue	
of	feedback.	She	presents	and	discusses	many	scholars’	views	on	the	functions	and	
effectiveness	 of	 feedback.	 She	 notes	 that	 feedback	 has	 three	 main	 attributes:	
function,	 content	 and	 mode.	 She	 also	 points	 out	 something	 that	 is	 particularly	
relevant	 to	 this	 study:	 different	 students	 perceive	 feedback	 differently,	 depending	
on	 the	 context	 and	 the	 student-teacher	 relationship,	 which	 might	 have	 different	
impact	on	students	confidence	(Lee,	2018,	p.	155,156).		In	her	study	on	the	issue	of	
feedback,	she	studied	the	views	of	58	conference	interpreting	students	on	the	issue	
using	an	online	survey.	The	study	looked	at	various	types	of	feedback	and	provides	
very	useful	insights	on	students’	preferences	in	relation	to	feedback.		It	is	interesting	
to	 see	 that	 although	 students	 valued	peer-feedback,	 they	prefer	 teacher	 feedback	
(Lee,		2018).	
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	“Giving	 constructive	 feedback”	 is	 one	of	 the	main	 aspects	 of	 effective	 teaching	 in	
the	 study	 carried	 out	 by	 Zhi	 Huang.	 The	 study	 explored	 seven	 teachers’	 and	 nine	
students’	 views	 on	 effective	 translation	 teaching	 via	 focus	 groups	 and	 interviews.	
The	study	explored	many	teaching	issues,	some	of	which	are	particularly	relevant	to	
our	 study.	 These	 are	 effective	 classroom	 teaching,	 personal	 traits	 for	 effective	
translation	teachers,	assessment	and	feedback.	Although	Huang’s	study	is	concerned	
with	 effective	 translation	 teaching,	 its	 findings	 are	 relevant	 to	 the	 study	 at	 hand:	
both	are	 in	 the	Australian	context	and	 they	both	 look	 into	 students’	and	 teachers’	
views.	They	both	share	similar	methodology	when	it	comes	to	seeking	students’	and	
teachers’	views	via	interviews	and	focus	groups.	Both	studies	have	the	limitation	of	
investigating	one	language	pair.	However,	 in	this	study,	the	students’	and	teachers’	
views	 elicited	 via	 interviews	 and	 questionnaires	 are	 used	 as	 a	 secondary	 or	
complementary	 dataset	 to	 the	 data	 elicited	 via	 classroom	 observation,	 which	 is	
backbone	 of	 the	 study.	 In	 Huang’s	 study,	 on	 the	 other	 hand,	 data	 elicited	 via	
interviews	and	focus	groups	followed	the	data	elicited	via	survey	with	larger	number	
of	 participants	 (94	 students	 and	 22	 teachers)	 and	 will	 be	 followed	 by	 classroom	
observation	 as	 mentioned	 in	 the	 limitation	 of	 the	 study.	 Back	 to	 the	 issue	 of	
feedback	 and	 classroom	 dynamics,	 participants	 believed	 that	 giving	 constructive	
feedback	 as	 well	 as	 actively	 engaging	 students	 are	 important	 factors	 in	 effective	
translation	teaching	(Huang,		2019).				
	
The	 process-oriented	 approach	 is	 gaining	more	 and	more	 ground.	 ,	 This	 approach	
allows	teachers	to	focus	on	the	process	rather	than	on	the	end	product	and	hence	be	
less	 critical	 of	 the	 students’	 performance.	 	 It	 allows	 integrating	 theory	 into	 the	
teaching	 process	 and	 makes	 it	 easier	 for	 students	 to	 understand.	 It	 also	 engages	
students	more	in	the	learning	process	and	makes	them	more	receptive	of	the	rules	
or	 guidelines	 that	 the	 teacher	 presents	 during	 the	 teaching	 process.	 The	 process-
oriented	approach	however	has	its	own	limitations	as	it	is	not	very	suitable	to	tackle	
linguistic	competency	issues	or	refine	the	end	product.	That	seems	to	be	the	reason	
why	 Gile	 recommends	 using	 this	 approach	 at	 the	 beginning	 of	 the	 training	 and	
following	 it	with	a	product-oriented	approach	(Gile,	1994).	Kelly	 (2005,	p.14)	views	
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his	recommendation	as	interesting	and	innovative	as	most	scholars	would	suggest	a	
methodology	and	stick	to	 it	 throughout	the	course.	Huang’s	study	also	 investigates	
the	issue	of	process-oriented	vs.	product-oriented	approaches.	The	fact	that	the	aim	
of	the	translation	courses	in	Huang’s	study	was	to	pass	the	NAATI	accreditation	exam	
made	 students	 focus	 more	 on	 the	 final	 product	 and	 translation	 marks,	 while	
teachers	seemed	to	be	leaning	towards	a	process-oriented	approach.	This	difference	
in	 the	 views	 was	 manifested	 in	 teachers	 putting	 more	 emphasis	 on	 theory	 than	
students.		
	
The	 concept	 of	 ‘learning	 autonomy’	 seems	 to	 be	 the	 core	 of	 all	 the	 previous	
approaches.	 These	 approaches	 are	 used	 to	 adapt	 to	 students’	 learning	 styles	 and	
needs,	encourage	them	to	build	on	their	own	existing	knowledge	and	experience	and	
have	choices	and	make	decisions	in	the	learning	process.		
	
In	 relation	 to	planning	classroom	activities	and	dynamics,	 the	previous	approaches	
come	 to	 play.	 Davies	 (2004)	 offers	 a	 thorough	 interpretation	 of	 these	 approaches	
when	she	highlights	the	points	that	affect	designing	classroom	activities.	In	designing	
classroom	 activities,	 she	 puts	 ensuring	 communication	 at	 the	 top	 of	 the	 list.	 This	
does	 not	 only	 include	 communication	 between	 teacher	 and	 students	 but	 also	
between	 theorists	 and	 researchers.	 She	 emphasises	 the	 concept	 of	 empowering	
students	 and	encourages	autonomous	 learning	 through	many	 channels:	 respecting	
different	 learning	 styles,	 catering	 for	 diversity	 and	 students’	 special	 needs,	 and	
moving	them	from	language	learning	to	translation	learning.	In	designing	classroom	
activities,	 she	 agrees	 with	 Gile’s	 view	 of	 including	 process-oriented	 as	 well	 as	
product-oriented	 approach,	 but	 there	 is	 no	mention	of	 the	 sequence	 in	which	 the	
two	approaches	are	to	be	used.	She	also	addresses	an	important	issue	in	designing	
classroom	 activities,	 which	 is	 integrating	 different	 approaches	 and	 a	 variety	 of	
exercises.	She	emphasises	the	importance	of	including	pedagogy-based	exercises	as	
well	 as	 profession-based	 ones.	 She	 also	 highlights	 the	 importance	 of	 including	
exercises	 addressing	 linguistic	 and	 cultural	 issues	 as	well	 as	 specific	 exercises	 that	
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help	building	extra-linguistic	knowledge	(Davies	2004,	pp.15-18).	To	conclude,	Davies	
offers	 an	 integrated	 teaching	 approach	 that	 warrants	 adopting	 different	 learning	
styles	and	addressing	a	variety	of	 issues	 in	 the	 classroom	by	applying	many	of	 the	
innovative	approaches	discussed	earlier,	and	consequently	encourages	autonomous	
learning.	She	also	recommends	many	tasks	and	activities	to	implement	her	approach	
in	the	classroom.	 	Here	 it	needs	to	be	reiterated	that	 this	work	relates	to	teaching	
translation,	and	while	it	can	be	adapted	to	interpreting	classrooms,	it	still	has	many	
gaps	to	be	filled	through	research	to	suit	the	nature	of	the	interpreting	process.	
	
Time	 management	 in	 the	 classroom	 is	 one	 of	 the	 class	 dynamics	 issues	 that	 has	
hardly	 been	 addressed	 in	 relation	 to	 interpreting.	 Bowen	 (1994)	 highlights	 the	
importance	of	balancing	time	management	with	giving	students	the	opportunity	to	
contribute	 to	 the	class	 in	order	 to	have	a	workable	class.	According	 to	 the	author,	
identifying	extreme	student	types	in	the	class	and	addressing	their	problems	is	one	
step	toward	successful	time	management	in	class.	He	identifies	five	extreme	types	of	
students:	the	‘show	off’	and	the	‘discussant’	who	can	be	sources	of	time	wasting	that	
have	to	be	watched	carefully;	the	‘teacher-dependant’	that	needs	to	be	encouraged	
to	make	his	own	decisions;	 the	student	who	 ‘needs	 theory	or	 rules’	as	opposed	to	
the	student	who	‘if	good,	is	excellent,	if	bad	is	helpless’,	who	does	not	know	what	or	
why	he	 is	doing	what	he	does.	The	majority	of	 students	will	 fall	 in	 the	continuum,	
and	 identifying	these	types	and	putting	them	to	work	together	and	 interact	 is	very	
important	(Bowen,	1994,	p.	180).		
	
2.10.	The	research	gap	
As	a	starting	point	in	looking	into	community	interpreting	teaching	and	learning,	it	is	
worth	 referring	 again	 to	 how	 Sawyer	 differentiates	 between	 ‘training	 the	
interpreter’	 and	 ‘educating	 the	 interpreter’	 by	 means	 of	 contrasting	 training	 for	
practical	 skills	 with	 acquiring	 abstract	 knowledge	 (Sawyer,	 2004,	 pp.76-77).	 	With	
regard	 to	 ‘acquiring	 abstract	 knowledge’,	 it	 usually	 happens	 in	 academic	 settings,	
where	Pöchhacker	sees	research	as	a	must.	Pöchhacker	also	sees	research	as	a	tool	
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for	generating	knowledge	 in	a	scientific	and	systematic	manner’,	which	can	explain	
the	 interpreting	 process	 and	 therefore	 would	 be	 relevant	 to	 the	 teaching	 and	
learning	 in	 the	 interpreting	 classroom.	He	also	 considers	 research	 for	 academics	 is	
natural	 and	 an	 assumed	 part	 of	 the	 job	 and	 necessary	 for	 the	 status	 of	 the	
profession	but	also	for	the	status	of	interpreting	teachers	to	conclude	that	“research	
and	 teaching	 can	and	 should	be	 closely	 related”	 (Pöchhacker,	 2010,	p.2).	All	 these	
considered,	he	found	that	lack	of	descriptive	data	about	the	interpreting	classroom	
surprising	 and	 explicitly	 admits	 that	 “we	 know	 very	 little	 about	 what	 actually	
transpires	in	interpreting	classroom”	(2010,	p.2).	Pöchhacker’s	work	emphasised	the	
urgent	need	for	extensive	research	on,	in	and	for	interpreting	to	inform	and	improve	
the	 practice	 and	 guide	 the	 teaching	 and	 help	 the	 teachers	 in	 their	 endeavour	 of	
finding	and	improving	appropriate	teaching	approaches.			
	
Improving	the	teaching	process	and	the	outcome	cannot	take	place	without	looking	
into	and	 from	the	 students’	perspective.	Takeda	 (2010,	p.38)	highlights	 the	 lack	of	
studies	 on	 “students	 perceptive	 on	 their	 own	 training”	 and	 emphasises	 the	
importance	 of	 such	 input	 to	 improve	 the	 teaching	 practice.	 Davies	 (2004,	 p.4)	
emphasises	the	importance	of	having	teachers,	students,	researchers	and	theorists’	
voices	heard	 in	 the	 classroom	 to	 improve	 the	 teaching	and	 students’	 performance	
and	 promote	 autonomous	 learning.	 Research	 about	 and	 in	 the	 interpreting	
classroom	 will	 engage	 teachers	 and	 empower	 students	 (Pöchhacker,	 2010)	 and	
provide	 systematically	 acquired	 knowledge	 that	 can	 potentially	 generate	 a	 solid	
theoretical	base	to	guide	and	improve	teaching	and	learning	interpreting	and	move	
it	to	a	truly	academic	level	where	training	“includes	a	strong	theoretical	component”	
(Baker,	1992,	p.1).	To	use	Viaggio’s	(1992)	interesting	and	vivid	analogy,	research	can	
make	 the	difference	between	 ‘professionals’	 and	 ‘shoemakers’.	 Viaggio	 uses	 other	
interesting	 analogies	 of	 different	 professions	 to	 make	 the	 point	 very	 clear:	
translators	and	 interpreters	must	study	various	 relevant	 theories	and	keep	abreast	
with	the	research	and	literature	in	their	field	to	improve	the	profession.		
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The	previous	discussion	can	be	summarised	as	follows:	interpreting	is	a	complex	task	
that	requires	many	skills	and	competencies;	therefore,	teaching	and	learning	such	a	
task	is	complex	process.	To	inform	this	process	and	its	participants,	we	need	a	solid	
theoretical	framework	that	is	based	on	extensive	systematic	research	to	understand	
the	phenomena	 and	 its	 participants’	 perspectives	 and	needs.	One	place	 to	 start	 is	
the	interpreting	classroom	where	the	teaching	and	learning	takes	place	and	the	main	
participants	(teachers	and	students)	work	together	to	achieve	the	best	outcome	of	
the	process.	Therefore,	the	gap	in	the	field	that	this	study	aims	to	address	 is	(from	
broader	to	more	specific):	
- Lack	of	research	into	teaching	and	learning	community	interpreters,	
- Lack	 of	 theoretical	 frameworks	 and	 teaching	 models	 to	 specifically	 and	
particularly	address	community	interpreting	teaching,	
- Lack	of	research	into	the	natural	setting	of	teaching	community	interpreting	
which	is	classrooms,	
- Parallel	 to	 that,	 lack	 of	 research	 involving	 parties	 of	 the	 teaching/	 learning	
process	to	examine	their	views	and	perspectives	on	the	practice	and	identify	
any	gap	in	their	communication.	
	
To	address	such	a	gap,	the	study	will	look	into	and	examine:	
- What	happens	in	the	interpreting	classroom	
- How	interpreting	is	taught	and	learnt	
- What	activities	take	place	in	the	classroom	and	what	their	characteristics	are	
- How	teachers	and	students	communicate	in	the	classroom	
- What	challenges	face	both	students	and	teachers	
- How	teachers	and	students	perceive	those	challenges	
- The	differences	between	students’	and	teachers’	perceptions		
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The	study	 is	exploratory	and	aims	 to	produce	descriptive	knowledge	 to	answer	
the	previous	questions	of	‘what’	and	‘how’	and	attempt	to	move	further	into	the	
explanatory	 by	 providing	 plausible	 answers	 of	 ‘why’.	 Therefore,	 mainly	
qualitative	data	collection	and	analysis	methods	are	used.	These	are	discussed	in	
detail	in	the	following	Chapter	3:	Methodology.		
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Chapter	3 :	Methodology	
In	 the	 previous	 chapter,	 after	 exploring	 the	 literature	 and	 identifying	 the	 gap,	 the	
main	aim	of	the	research	was	articulated:	describing	how	community	interpreting	is	
actually	taught	and	 learnt	by	exploring	the	 interpreting	classrooms	and	scrutinising	
the	teaching	activities,	as	well	as	understanding	both	teachers’	and	students’	views	
and	 perceptions	 of	 the	 various	 aspects	 and	 challenges	 of	 teaching	 and	 learning.	
Examining	 the	 communication	 between	 the	 interpreting	 classroom	 parties,	 the	
teachers	and	students,	is	the	second	aim	of	the	study	as	an	important	factor	in	the	
success	 of	 the	 teaching	 and	 learning	 process.	 Those	 aims	 were	 translated	 to	 the	
following	research	questions	and/or	endeavours:		- What	transpires	in	interpreting	classrooms?		
o What	are	the	main	classroom	activities?		
o How	are	those	activities	carried	out?		
o What	are	the	main	characteristics	of	those	activities?	
o How	do	students	participate	in	those	activities?		- What	are	the	main	challenges	faced	by	students	and	tutors?		- How	do	 students	 and	 tutors	 perceive	 those	 challenges	 as	well	 as	 other	
important	aspects	of	the	teaching	and	learning	process?	- How	is	feedback	communicated	between	tutors	and	students?	- Identifying	 similarities	 and	 variations	 and	 possible	 relations	 while	
answering	the	previous	questions.	
	
3.1	Methodological	considerations		
Having	 the	 gap	 identified	 and	 the	 research	 aim	 and	 questions	 articulated,	 there	
seems	 to	be	 an	urgent	 call	 for	 descriptive	data	 that	 is	 produced	 through	 scientific	
and	systematic	methods	from	community	interpreting	classrooms	involving	students	
and	teachers.	Gile	and	Pöchhacker	see	observational	studies	as	the	 ‘logical	starting	
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point’	 because	 they	 are	 methodologically	 easy	 to	 carry	 out	 and	 inexpensive	 and,	
even	 though	 they	 might	 not	 lead	 to	 definite	 answers,	 they	 can	 explain	 the	
phenomena	and	produce	some	patterns	that	might	lead	to	the	formation	of	theory	
(Gile,	 1991,	 p.158;	 Pöchhacker,	 2010).	 The	 study	 was	 carried	 out	 in	 interpreting	
classrooms,	 on	 interpreting	 teaching	 and	 learning,	 by	 an	 interpreting	 practitioner	
and	involving	interpreting	students	and	teachers	in	an	academic	environment.		
	
	
	
Although	neither	the	teachers	nor	the	students	conducted	the	research,	they	were	
involved	in	every	phase	of	the	study,	which	allowed	them	to	reflect	on	many	aspects	
of	 the	process,	 and	allowed	 the	 researcher	 to	 combine	 their	 views	with	 classroom	
observation.	
	
The	 study	aims	 to	describe	and	explain	a	particular	 situation,	which	 is	 interpreting	
teaching	 and	 learning	 process	 in	 units	 at	 the	 Western	 Sydney	 University,	 in	 the	
language	 pair	 English-Arabic	 in	 an	 effort	 to,	 and	 after	 appropriate	 consideration,	
move	towards	describing	and	explaining	the	process	in	a	broader	sense	and	move	to	
generalisation.	 It	 is	 mainly	 exploratory	 research	 that	 will	 assist	 in	 producing	
explanatory	 knowledge,	 which	 can	 help	 improve	 the	 practice	 through	 offering	 a	
deep	understanding	of	its	dynamics	(Williams	&	Chesterman,	2002).	
	
There	are	some	issues	that	need	to	be	taken	into	account	when	considering	research	
into	 interpreting.	 Variability	 is	 one	 of	 the	 difficulties	 in	 interpreting	 research.	
Interpreting	 as	 a	 process	 encompasses	 many	 skills	 and	 competencies,	 which	 will	
require	 a	 very	wide	 range	 of	 studies	 to	 be	 able	 to	 draw	 conclusions	 and/or	make	
generalisations	(Gile,	1991).	Pöchhacker	(2010)	looks	at	this	aspect	from	a	different	
point	 of	 view.	 He	 agrees	 with	 Gile	 about	 the	 diversity	 of	 the	 objects	 of	 research	
when	 it	comes	to	 interpreting	and	the	different	ways	of	seeing	or	 looking	 into	this	
participatory	research	in	classroom	setting,	done	by	those	who	teach	in	
collaboration	with	those	who	learn,	ultimately	empowering	the	latter.	
(Pöchhacker,	2010,	p.	9)			
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process.	However,	 he	 does	 not	 completely	 agree	with	Gile’s	 opinion	 in	 relation	 to	
the	 number	 of	 studies	 needed.	 Pöchhacker	 emphasises	 the	 advantages	 of	
descriptive	studies	 in	 the	classroom	that	produce	qualitative	data	 that	counter	 the	
disadvantage	of	small	group	sizes	and	turn	it	 into	an	advantage.	He	also	articulates	
the	 advantages	 of	 descriptive	 studies	 as	 they	 allow	 for	 triangulation	 through	
observation,	interviews	and	focus	groups	and	producing	qualitative	data	that	is	able	
to	 not	 only	 describe	many	 variables	 but	 also	 to	 explore	 possible	 relations	 among	
those	variables.	Studying	teaching	and	learning	interpreting	increases	the	complexity	
of	the	variability	problem.		
	
Exploring	and	examining	different	teaching	styles	and	practices,	 learning	styles,	the	
variety	of	students’	background	and	levels	of	competency,	as	well	as	both	teachers’	
and	 students’	 perceptions,	 call	 for	 a	 qualitative	 approach.	 Qualitative	 descriptive	
research	in	interpreting	classroom	settings	allows	for	consideration	of	such	complex	
variability	(Pöchhacker,	2010,	p.7).		
	
As	 Denzin	 and	 Lincoln	 describe	 it,	 qualitative	 research	 is	 the	 “site	 of	 multiple	
interpretive	practices”	(2011,	p.6)	that	by	its	very	nature	and	history	allows	the	use	
of	 different	 and	 diverse	 approaches,	methods	 and	 techniques	 to	 gain	 insights	 and	
knowledge	without	privileging	one	method	over	another.	Therefore,	to	examine	the	
research	 themes	 and	 answer	 the	 research	 questions,	 various	 approaches	 and	
methods	 are	 employed,	 including	 a	 case	 study,	 classroom	observation,	 interviews,	
questionnaires	 and	 students’	 results	 as	 well	 as	 desktop	 research.	 Some	 of	 those	
methods	are	considered	quantitative,	 if	we	stick	 to	 the	binary	classification,	as	will	
be	discussed	later.	
	
Taking	the	previous	issues	into	consideration,	the	next	step	is	to	choose	the	method	
of	 inquiry	 to	proceed.	The	mixed-methods	approach	seems	to	 lend	 itself	 to	be	 the	
most	 appropriate	 candidate.	 The	 contemporary	 characteristics	 of	 mixed-methods	
research	offers	 a	 great	deal	of	 flexibility	 in	 relation	 to	 choosing	 the	best	 approach	
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and	 methodologies	 to	 address	 the	 research	 problem.	 Some	 of	 the	 main	
characteristics	 of	 mixed-methods	 research,	 such	 as	 paradigm	 pluralism,	
methodological	 eclecticism,	 all-levels	 diversity	 as	 well	 as	 the	 iterative	 approach,	
seem	 to	 fit	 very	 well	 with	 the	 pragmatic	 nature	 of	 this	 research	 (Teddlie	 &	
Tashakkori,	2011,	pp.	285-287).	
	
Before	 proceeding	 any	 further,	 some	 ground	 rules	 must	 be	 laid,	 definitions	
articulated,	and	distinctions	clarified	while	discussing	the	main	characteristics	of	the	
approach	and	 some	of	 the	controversies	around	 them.	 (It	 is	 important	 to	mention	
that	 the	 following	 discussion	 is	 not	 exhaustive	 of	 the	 characteristics	 of	 mixed-
methods	 research	 or	 the	 controversies	 around	 them.)	 In	 doing	 so	 I	will	 be	 relying	
mainly	 on	 Creswell’s	 work	 and	 the	work	 of	 Charles	 Teddlie	 and	 Abbas	 Tashakkori	
presented	 in	 the	 Sage	 Handbook	 of	 Qualitative	 Research	 (2011)	 as	 it	 is	 a	 very	
comprehensive	summary	of	the	work	of	many	scholars	in	the	field.		
	
The	Mixed	Methods	approach	 is	a	 relatively	young	one,	at	 least	 formally.	Even	the	
name	of	the	field	is	not	absolutely	decided	upon.	I	will	use	‘Mixed	Methods’	as	it	is	
the	 most	 agreed	 upon	 (Teddlie	 &	 Tashakkori,	 2011,	 p.285).	 	 Caution	 must	 be	
exercised	 in	 order	 to	 not	 confuse	 ‘Multiple	 Methods’	 with	 ‘Mixed	Methods’.	 The	
multiple-methods	approach	 is	 the	use	of	more	than	one	quantitative	or	qualitative	
method	 in	 the	 research	 design,	 while	 mixed-methods	 refers	 to	 the	 use	 of	 a	
combination	 of	 quantitative	 and	 qualitative	 methods	 (Creswell,	 2011,	 p.273).	 The	
mixed-methods	approach	is	the	one	used	as	the	method	of	inquiry	in	this	thesis.		
Many	 scholars	 suggested	 various	 definitions	 for	 mixed-methods	 research.	 For	 the	
purpose	of	this	study,	the	compound	definition	of	Johnson	et	al.	 (cited	 in	Creswell,	
2011,	 p.	 271	 and	 Teddlie	 &	 Tashakkori	 p.	 285)	 is	 adopted	 because	 it	 is	 the	most	
inclusive	one	of	the	main	characteristics	for	which	this	approach	has	been	chosen	for	
the	study:	
Mixed	methods	 research	 is	 the	 type	 of	 research	 in	which	 a	 researcher	 or	
team	 of	 researchers	 combines	 elements	 of	 qualitative	 and	 quantitative	
research	 approaches	 (e.g.,	 use	 of	 qualitative	 and	 quantitative	 viewpoints,	
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data	 collection,	 analysis,	 inference	 techniques)	 for	 the	 broad	 purposes	 of	
breadth	and	depth	of	the	understanding	and	corroboration.	(Johnson	et.al.,	
2007,	p.	123)	
	
Teddlie	 and	 Tashakkorri	 discuss	 the	 main	 characteristics	 of	 the	 mixed-methods	
approach	 (2011,	 pp.286-289).	 The	 following	 is	 a	 brief	 discussion	 on	 four	 of	 them	
which	are	the	most	relevant	to	the	study	at	hand:		
1)	Focus	on	the	research	questions;	
2)	Methodological	eclecticism;		
3)	Emphasis	on	continua	rather	than	dichotomies;	
4)	The	iterative	nature	of	the	research.	
	
Although	the	four	characteristics	chosen	are	 interrelated	and	 intertwined,	 I	believe	
that	 the	 first	 two	 are	 very	 closely	 related.	 The	mixed-methods	 approach	 gives	 the	
researcher	 the	 great	 privilege	 of	 being	 pragmatic	 in	 focusing	 on	 the	 research	
problem.	Having	the	issue	of	addressing	and	answering	the	research	questions	as	a	
first	 priority	 requires	 the	 researcher	 to	 move	 from	 broad	 philosophical	 issues	
towards	 the	 selection	 of	 the	 best	 methodologies	 to	 address	 research	 questions	
which	 is	especially	helpful	with	researchers	who	do	not	have	extensive	experience.	
This	 characteristic	 is	 also	 particularly	 helpful	 in	 relation	 to	 directing	 the	 research	
path	depending	on	 identifying	the	research	questions.	To	explain	this	further,	once	
the	 research	 questions	 are	 formulated	 even	 in	 a	 broad	 sense,	 the	 researcher	 can	
then	 use	 qualitative	 methods	 to	 collect	 in-depth	 data	 and	 then	 use	 quantitative	
methods	and	analysis	in	an	attempt	to	validate	or	generalise	the	results.	Regardless	
of	 the	 sequence	 of	 the	 methods,	 both	 qualitative	 and	 quantitative	 data	 must	 be	
incorporated	 to	 gain	 better	 understanding	 of	 the	 issue	 under	 scrutiny	 (Teddlie	 &	
Tashakkori,	2011,	p.288).		
	
Thus	emerges	‘methodological	eclecticism’	as	a	closely	related	characteristic	that	not	
only	 allows	 for	 combining	 qualitative	 and	 quantitative	 methods	 but	 also	 move	
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towards	‘design	quality’.	Design	quality	is	using	the	‘best’	combination	of	methods	to	
answer	 the	 research	 questions.	 Methodological	 eclecticism	 makes	 it	 possible	 to	
avoid	one	of	 the	main	controversies	around	the	Mixed	Method	approach,	which	 is	
the	‘incompatibility	thesis’,	which	basically	rejects	the	idea	of	combining	qualitative	
and	 quantitative	 methods	 on	 the	 basis	 that	 they	 are	 not	 compatible	 (Teddlie	 &	
Tashakkori,	 2011,	 p.287).	 	 These	 two	 main	 characteristics	 of	 the	 mixed-methods	
approach	 offer	 the	 researcher	 great	 advantages	 of	 flexibility	 in	 choosing	 the	 best	
possible	design	that	combines	both	qualitative	and	quantitative	methods	to	address	
the	 research	 questions.	 One	 of	 the	 controversies	 around	 the	 mixed-methods	
approach	is	privileging	quantitative	over	qualitative	methods	(Creswell,	2011,	p.276),	
which	 is	 evidently	 not	 the	 case	 in	 this	 research	 as	 it	 is	 using	 predominantly	
qualitative	methods	and	producing	mainly	descriptive	data.	 	That	also	seems	to	be	
the	 case	 in	 the	 literature	 on	 mixed-methods	 research	 according	 to	 Teddlie	 and	
Tashakkori	(2011,	p.286).	
	
The	iterative	nature	of	mixed-methods	research	permits	the	researcher	to	use	both	
inductive	and	deductive	 logic	and	design	with	a	great	 level	of	 flexibility.	As	will	be	
discussed	 in	 the	 next	 chapter,	 the	 research	 starts	 with	 predetermined	 themes	 to	
examine	and,	through	observation,	other	themes	and	issues	emerge,	which	are	then	
investigated	using	other	methods.	Again,	this	flexibility	supports	detailed	scrutiny	of	
the	 problem	 at	 hand,	 which	 will	 definitely	 lead	 to	 a	 better	 understanding	 of	 the	
phenomenon.		
	
Mixing	 qualitative	 and	 quantitative	 methods	 raises	 the	 issue	 of	 the	 distinction	
between	 the	 two	 types	 of	 data.	 Mixed	Methods	 Research	 addresses	 the	 issue	 of	
dichotomy	 as	 it	 deviates	 from	 the	 tendency	 of	 categorising	 and	 labelling	 distinct	
methods	and	rather	introduces	the	idea	of	a	continuum	(Teddlie	&	Tashakorri,	2011,	
p.287).		The	study	at	hand	is	not	so	easy	to	categorise	in	relation	to	many	issues.	Is	it	
exploratory	or	explanatory?		Is	‘case	study’	an	appropriate	research	approach?	Can	it	
be	 considered	 as	 one	 ‘case	 study’	 with	 sub–	 or	 embedded/case	 studies?	 	 Is	 the	
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knowledge	 generated	 valid	 or	 inferential?	 Is	 any	 particular	 method	 or	 data	 best	
described	as	quantitative	or	qualitative?	Is	the	triangulation	used	methodological	or	
data	triangulation?	
	
A	hallmark	of	MMR	is	its	replacement	of	the	“either-or”	with	continua	that	describe	
a	range	of	options.	(Teddlie	&	Tashakorri,	2011,	p.287)	
	
This	 quote	 offers	 an	 answer	 to	 the	 previous	 questions:	 it	 does	 not	 have	 to	 be	
‘either/or’.	Many	aspects	of	the	study	cannot	be	simply	classified	using	dichotomy.	
The	best	and	most	relevant	example	 is	 the	binary	classification	of	quantitative	and	
qualitative	 methods	 and	 data.	 Such	 notion	 of	 dichotomies	 and	 clear–cuts	 do	 not	
exist	in	reality.	In	the	study	at	hand,	quantitative	methods	produced	qualitative	data	
and	numbers	of	occurrences	emerged	from	qualitative	data.	For	example,	classroom	
observation	is	mainly	a	qualitative	method	but	produced	many	quantitative	data	sets	
such	 as	 numbers	 of	 minutes	 and	 hours	 spent	 on	 different	 activities	 as	 well	 as	
numbers	 of	 general	 and	 specific	 feedback.	 Those	 numbers	 were	 analysed	 both	
quantitatively	 and	 qualitatively	 to	 describe	 tendencies	 and	 teaching	 styles	
(Magnussan	&	Marecek,	2015	p.2;	Anyan,	2013,	p.1).	On	a	higher	level,	the	study	is	
exploratory	 in	a	 sense	 that	 it	 looks	 into	aspects	of	 the	process	 that	have	not	been	
scrutinised	before,	such	as	‘what	is	actually	happening	in	the	interpreting	classroom’	
and	the	students’	perceptions.		
	
However,	while	doing	so,	the	study	also	can	be	described	as	explanatory	as	it	offers	
possible	 explanations	 of	 some	 aspects	 of	 the	 process.	 To	 apply	 Pöchhacker’s	
proposed	argument,	one	can	describe	this	research	as	follows:	it	belongs	to	human	
science;	it	can	be	described	as	empirical-interpretive	research,	which	used	inductive	
and	deductive	ways	of	 inquiry.	The	research	used	both	quantitative	and	qualitative	
analysis	but	predominantly	qualitative	methods	(2011).	
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The	use	of	the	mixed-methods	approach	has	many	advantages,	such	as	addressing	a	
diverse	number	of	 issues	and	variables	allow	 for	wider	and	deeper	views	on	 these	
issues	because	of	the	high	and	complex	analysis	techniques.	It	also	supports	not	only	
triangulation	 to	 prove	 validity	 through	 the	 convergence	 of	 results	 of	 different	
sources,	but	also	supports	opening	up	new	areas	for	research	and	suggesting	more	
research	 questions	 through	 divergence	 of	 different	 results	 (Teddlie	 &	 Tashakkori,	
2011,	p.287).	Pöchhacker’s	views	seem	to	agree	with	this	advantage	as	he	sees	that	
the	use	of	a	variation	of	methods	compensates	for	the	small	sample	and	provides	an	
opportunity	 to	 study	 and	 consider	many	 variables,	 which	will	 ultimately	 lead	 to	 a	
better	 understanding	 of	 the	 phenomena	 under	 examination	 (2011).	 Flydjerg	 also	
agrees	 that	different	approaches	complement	each	other	and	that	combining	both	
qualitative	 and	 quantitative	 methods	 often	 offer	 a	 better	 understanding	 of	 the	
research	 problem	 and	 answers	 the	 questions	 (Flydjerg,	 2011,	 p.313).	 Creswell,	
however,	 thinks	 that	 the	 controversy	 about	 ‘the	 added	 value’	 of	 mixed-methods	
research	 is	 not	 substantiated	 (2011,	 p.280).	 I	 do	 not	 entirely	 agree	with	 him.	 The	
mere	 fact	 that	 using	mixed	methods	 sheds	more	 light	 on	 the	 issue	under	 scrutiny	
and	offers	different	perspectives	is	an	added	value.	
		
3.2.	Case	study	
Case	 study,	 as	 an	 enquiry	 strategy,	 relies	 on	 observation,	 interviewing,	 as	 well	 as	
non-trivial	 levels	of	quantitative	data	methods	(Denzin	&	Lincoln,	2011,	p.14).	As	 is	
the	case	 in	almost	all	aspects	of	qualitative	research,	there	are	some	controversies	
around	 case	 study,	where	one	extreme	 rejects	 the	 term	completely	 and	 the	other	
extreme	considers	every	research	entity	as	a	‘case’	(Grbich,	1999,	p.188).	
	
Case	 study	 has	 more	 than	 one	 rigid	 definition.	 	 Even	 within	 the	 same	 definition,	
there	 are	 controversies	 of	 the	 components	 of	 the	 definition	where	 scholars	might	
agree	with	some	aspects	of	the	definition	and	disagree	with	others	(Flyvbjerg,	2011,	
p.301).		For	the	purpose	of	this	study,	case	study	is	not	considered	a	methodological	
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approach	but	rather	a	choice	of	a	research	entity	to	be	studied	by	using	one	or	more	
methods	of	data	collection	and	analysis	(Flyvbjerg,	2011,	p.301).			
	
Case	study	is	a	research	entity	situated	within	the	environment	or	the	‘context’.	This	
research	entity	must	have	determined	boundaries	such	as	time,	place	and/or	context	
and	can	consist	of	smaller	units.	Case	study	is	dynamic	and	its	dynamic	can	change	
over	time.		Case	study	is	an	enriching	research	strategy	because	of	its	intensive,	in-
depth	and	very	detailed	nature.	It	provides	a	detailed	and	comprehensive	illustration	
of	 a	 particular	 phenomenon	 as	 it	 allows	 for	 studying	 this	 phenomenon	 using	 a	
mixed-methods	approach,	which	helps	 investigating	and	understanding	the	process	
in	its	context	from	different	perspectives	for	an	extended	period	of	time,	ultimately	
permitting	the	generation	of	theoretical	propositions	(Flyvbjerg,	2011;	Grbich,	1999,	
pp.188-190).	
	
As	 mentioned	 earlier,	 there	 are	 many	 controversies	 around	 case	 study.	 Grbich	
describes	 it	 as	 ‘contentious’	 (1999,	 p.190).	 Flyvbjerg	 (2011,	 pp.301-315;	 2013)	
however	argues	passionately	against	several	misunderstandings	around	case	study.	
Some	of	those	misunderstandings	are:	a)	theoretical	knowledge	being	more	valuable	
than	 concrete	 in-context	 knowledge;	 b)	 generating	 theory	 or	 generalising	
propositions	using	case	study	is	not	possible;	c)	the	limitation	of	using	case	study	as	a	
hypothesis	generating	tool	are	argued	against	and	proven	to	be	of	 little	bearing	as	
the	advantages	of	case	study	outweigh	the	claimed	disadvantages.		
	
3.3.	Data	collection	methods	
3.3.1	Classroom	observation	
As	mentioned	at	the	beginning	of	the	chapter,	the	observational	approach	is	the	first	
and	 most	 logical	 point	 to	 start.	 Observation,	 like	 all	 qualitative	 methods	 and	
techniques,	 has	 gone	 through	 many	 stages	 of	 development.	 This	 development	
involved	the	length	and	focus	of	studies,	and	the	range	of	disciplines	employing	the	
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technique.	 The	 position	 of	 the	 researcher	 is	 another	 important	 aspect	 of	 this	
development.	 There	 has	 been	 a	 shift	 from	 ‘uninvolved	 observer’	 to	 participant	
observation	 where	 there	 are	 dynamics	 between	 the	 observer	 and	 the	 observed.	
Whatever	the	researcher	position	or	role,	observation	is	a	data	collection	technique	
which	 has	 its	 place	 anywhere	 on	 the	 continuum	 from	 one	 extreme	 end	 of	 being	
completely	unobtrusive	to	the	other	end	of	total	participation,	as	will	be	discussed	
later.	Using	 this	 technique,	 the	 researcher	 spends	 a	 substantial	 amount	 of	 time	 in	
the	actual	setting	of	the	phenomenon	under	study,	observing	some	or	all	aspects	of	
the	environment	to	gain	a	deep	understanding	(Gribich,	1999,	pp.121-124).			
	
Gile	 and	 Pöchhacker	 see	 observational	 studies	 as	 the	 “logical	 starting	 point”	 and	
even	 though	 they	 might	 not	 lead	 to	 definite	 answers,	 they	 can	 explain	 the	
phenomena	and	produce	some	patterns	that	might	very	well	lead	to	a	formation	of	
theory	 (Gile,	 1991,	 p.158;	 Pöchhacker,	 2010)	which	 is	 in	 agreement	with	Gribich’s	
view	that	the	knowledge	and	understanding	gained	through	the	observation	of	the	
phenomenon	 can	 be	 used	 to	 generate	 conceptual	 knowledge	 of	 that	 phenomena.	
She	also	mentioned	that	using	the	observation	technique	is	suitable	where	“insider	
perspective	is	sought”	and	she	gave	the	classroom	as	an	example	(1999,	p.124).	This	
is	 directly	 relevant	 to	 the	 main	 goal	 of	 this	 study:	 knowing	 what	 is	 happening	 in	
interpreting	classrooms.	
	
Although	observation	 offers	 the	 researcher	many	 advantages	 such	 as	 proximity	 to	
the	 phenomenon,	 accessibility	 to	 longitudinal	 data,	 contextual	 knowledge	 and	
wealth	 of	 descriptive	 detailed	 knowledge	 of	 first	 order	 data	 (Grbich,	 1999,	 p.124;	
Gile,	1991,	p.158;	Pöchhacker,	2010),	it	puts	many	responsibilities	on	the	researcher	
to	overcome	 its	disadvantages.	The	 researcher	 should	 strive	 for	objectivity	even	 in	
midst	of	his/her	immersion	in	the	community	studied.	
	
Describing	my	role	according	to	Grbich’s	classification	of	the	researcher’s	role	can	be	
slightly	problematic.	I	would	define	it	as	the	role	of	a	‘total	researcher’	even	though	
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it	might	not	meet	some	of	the	criteria.	For	example,	observation	was	the	sole	reason	
for	 visiting	 the	 community,	 but	 the	 observation	 duration	 was	 lengthy	 and	 the	
researcher	 (myself)	was	not	always	emotionally	and	physically	 isolated/uninvolved.		
To	use	other	scholars’	 terms	of	 ‘complete	observer’	or	 ‘non-participant	researcher’	
would	be	 accurate	 as	well.	 To	 sum	 it	 up,	 the	 visibility	 issue	was	decided	 from	 the	
very	beginning	of	conducting	the	research	as	‘overt’	as	everyone	in	the	setting	was	
“fully	 informed	 about	 the	 purpose	 of	 his/her	 (the	 researcher)	 presence”	 (Grbich,	
1999,	p.126).			
	
The	 researcher	 has	 to	 pay	 special	 attention	 to	 the	 shifts	 of	 their	 role	 as	 such	
movements	on	the	continuum	of	their	role	affect	their	objectivity.	The	tendency	to	
avoid	the	dichotomy	of	‘objectivity’	and	‘subjectivity’	and	the	necessity	to	access	the	
‘subjective	reality’	dictates	that	the	researcher	documents	all	detailed	aspects	of	the	
process,	 including	 their	 own	 position.	 	 Shifts	 in	 the	 researcher’s	 role	 must	 be	
acknowledged	and	justified	and	their	effects	must	be	identified.		
	
Descriptive	observation	is	used	to	allow	for	detailed	accounts	of	the	setting	and	its	
participants	 to	 be	 recorded.	 A	 devised	 scheme	 is	 used	 as	 well	 to	 ensure	 the	
observation	of	particular	aspects.	The	descriptive	notes	are	taken	on	the	spot	during	
the	 observation	 to	 ensure	 accuracy.	 This	 contradicts	 Grbich’s	 view	 as	 she	
recommends	that	no	notes	should	be	taken	onsite	(1999,	p.134).	Due	to	the	lengthy	
sessions	of	observation	as	well	as	the	intensity	of	these	sessions,	notes	were	written	
on	 the	 spot	 during	 the	 observation	 to	 ensure	 completeness	 of	 the	 notes	 and	
verbatim	recording	of	some	significant	accounts	or	statements,	which	were	recorded	
as	 direct	 quotations.	 The	 left	 margin	 was	 always	 observed	 and	 used	 for	 later	
reflective	 notes	 and/or	 summaries	 as	 well	 as	 to	 keep	 track	 of	 the	 number	 of	
particular	occurrences.	
	
Observation	is	the	dominant	data	collection	technique	simply	because	it	serves	the	
aim	of	 the	 study,	which	 is	 to	explore	what	 transpires	 in	 interpreting	classrooms.	 It	
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produces	 a	 wealth	 of	 descriptive	 first-order	 data.	 Therefore	 data	 produced	 via	
observation	 is	 the	 backbone	 of	 this	 study;	 it	 is	 also	 the	measuring	 tape	which	 all	
other-sourced	 data	 was	 measured	 against	 and	 compared	 with	 in	 an	 attempt	 to	
validate,	clarify	and	deepen	the	understanding	by	shedding	more	light	and/or	seeing	
it	from	a	different	perspective.	The	researcher	uses	questionnaires	and	interviews	to	
access	 participants’	 perspectives	 on	 many	 aspects	 of	 teaching	 and	 learning	
community	interpreting	processes.	
	
3.3.2	Interviews	
	
People’s	own	words	afford	the	best	access	a	researcher	can	have	to	how	they	understand	their	own	
experience.	(Magnussan	&	Marecek,	2015,	p.2)	
 
Interviewing	is	one	of	the	most	common	data	collection	methods	used	in	qualitative	
research.	 It	 allows	 the	 research	 to	delve	 into	participant’s	world	and	gain	a	better	
and	 deeper	 understanding	 of	 how	 each	 participant	 makes	 sense	 of	 particular	
phenomena	individually.	One	of	the	research	questions	examines	how	students	and	
tutors	 perceive	 and	 view	 the	 interpreting	 teaching	 and	 learning	 process.	 This	
question	 implies	 the	 interpretive	 nature	 of	 the	 research	 that	 is	 interested	 in	 how	
participants	make	sense	of	the	phenomena	in	this	particular	context.	That	meaning-
making	 can	 only	 be	 explored	 via	 participants’	 own	 expressions	 (Magnussan	 &	
Marecek,	2015;	DiCicco–Bloom	&	Crabtree,	2006).	
	
The	 semi-structured	 interview	 is	 the	most	appropriate	 interview	design	 to	address	
the	 research	 questions	 and	 allow	 participants	 to	 elaborately	 describe	 their	
experience	and	views.	As	the	aim	of	the	study	is	to	explore	interpreting	teaching	and	
learning	process—and	due	to	the	great	breadth	of	the	topic—the	study	focused	on	
particular	 aspects	 of	 interpreting	 teaching	 and	 learning.	 Therefore	 the	 semi-
structured	interview	allowed	the	researcher	to	address	those	particular	issues,	while	
gaining	a	deep	understanding	of	the	participants’	views	of	the	process	in	general	and	
on	those	issues	in	particular.		
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The	semi-structured	interview	scheme2	was	designed	to	serve	the	research	aim	and	
sub	questions	were	formulated	to	address	the	research	questions.	Most	 interviews	
were	conducted	individually	and	face–to–face	towards	the	end	of	the	academic	year.	
That	timing	allowed	the	researcher	to	develop	a	rapport	with	participants.	
	
Rapport	 and	 power	 dynamics	 are	 important	 issues	 to	 discuss	when	 designing	 and	
conducting	 interviews	 as	 well	 as	 when	 reporting	 and	 analysing	 interview	 data	
(DiCicco-Bloom	&	Crabtree,	2006,	p.4;	Anyan,	2013).	Although	these	two	issues	are	
mostly	discussed	separately,	I	believe	they	are	intertwined.	As	it	is	beyond	the	scope	
of	this	study	to	dwell	on	this	discussion,	 I	will	briefly	describe	how	the	rapport	and	
the	power	dynamics	were	developed	 throughout	 the	 course	of	 the	 study	 to	affect	
the	interview	process	positively.	
	
The	timing	of	the	interview	allowed	me	to	develop	a	good	rapport	with	students	as	
they	 gradually	 started	 to	 view	 me	 not	 only	 as	 a	 research	 student,	 but	 also	 as	 a	
previous	interpreting	student	who	had	been	through	the	same	experience.	That	was	
huge	 improvement	 to	 their	view	at	 the	beginning	of	 the	classroom	observation,	as	
they	seemed	to	view	me	slightly	on	the	teaching	staff	side.	Trust	and	a	good	rapport	
developed	 gradually	 over	 the	 time	 of	 the	 classroom	 observation	 and	 almost	
completely	 removed	 any	 power	 imbalance.	 I	 was—	 because	 of	 the	 trust	 and	
rapport—privileged	with	very	open	and	honest	conversations	during	the	interviews	
and	during	numerous	informal	chats.		
	
Moreover,	some	students	asked	(and	in	some	cases	‘demanded’)	that	I	made	their,	
sometimes	 unfavourable,	 views	 clear	 in	 the	 study.	 That	was	 powerful	 evidence	 of	
the	power	balance	between	student	participants	and	the	researcher.	
																																																						
2	Both	tutor	and	student	interview	guides	are	included	in	the	Appendix.				
	 51	
	
The	power	and	rapport	was	different	with	the	tutor	participants.	There	was	a	slight	
power	 asymmetry	 during	 the	 interviews	 but	 in	 the	 other	 direction	 to	 the	 one	
discussed	by	Anyan	(2013),	where	the	interviewer	might	have	or	be	viewed	to	have	
more	power.	Being	a	previous	student	to	two	of	the	interviewed	tutors	affected	the	
power	 balance,	 at	 least	 at	 the	 beginning.	 Yet	 again	 the	 timing	 of	 the	 interviews	
helped	to	balance	the	power	to	a	considerable	extent.	The	rapport	between	tutors	
and	myself	 as	 a	 researcher,	 rather	 than	 a	 previous	 student,	was	 developed	 rather	
cautiously	and	slowly.	However,	this	rapport	developed	enough	to	allow	me	to	ask	
tutors	questions	 that	might	otherwise	been	considered	daring	or	unacceptable.	To	
make	this	point	clearer,	this	example	is	appropriate:	I	asked	one	tutor	whether	they	
had	read	a	particular	scholar’s	work	because	they	used	similar	teaching	style	in	the	
class,	 to	which	the	tutor	answered	 ‘no’.	By	the	time	of	the	 interview,	tutors	talked	
openly	about	the	challenges	they	face	and	a	few	even	did	some	self-auditing	during	
the	interview.	
	
The	data	collected	through	the	interviews	are	a	gold	mine	in	this	study	as	both	tutors	
and	 students	 openly	 shared	 their	 own	 experiences,	 challenges	 and	 passions	 and	
insights.	 This	 data	 set	 shed	 light	 on	 and	 explained	 many	 issues	 observed	 in	 the	
classroom	and	enlightened	the	discussion	of	the	phenomena.		
		
3.3.3.	Questionnaire	
The	 questionnaire	 was	 used	 to	 examine	 the	 large	 population	 views	 about	
interpreting	teaching	and	learning	to	compare	them	with	the	smaller	population	of	
the	observation	and	interviews.	Teacher	and	student	questionnaires	were	also	used	
to	 gather	 views	 about	 individual	 units	 as	 opposed	 to	 their	 views	 gathered	 via	 the	
interviews	as	a	reflection	on	 interpreting	teaching	and	 learning	 in	general.	Most	of	
the	topics	and	issues	investigated	in	the	questionnaires	for	both	tutors	and	students	
were	developed	based	on	the	literature	on	the	skills:	Participants	were	asked	about	
their	perception	of	the	challenges	they	face	to	teach/learn	linguistic	and	interpreting	
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skills.	 Participants	 were	 also	 asked	 about	 the	 classroom	 dynamics	 and	 the	
communication	between	tutors	and	students.	However,	some	issues	were	based	on	
the	 researcher’s	 experience	 as	 a	 former	 student	 in	 the	 same	 program,	 such	 as	
questions	about	the	clarity	of	instructions,	self-study,	homework	and	guidelines.			
	
In	 students’	 questionnaire,	 issues	were	 investigated	 through	eleven	 statements,	 in	
each	 of	 which	 students	 were	 given	 four	 choices:	 A.	 Strongly	 agree;	 B.	 Agree;	 C.	
Neutral;	D.	Do	not	agree.	After	each	statement,	there	is	a	space	for	‘comments’.		In	
tutors’	 questionnaires,	 topics	 were	 investigated	 differently.	 Tutors	 were	 asked	
twelve	 questions	 that	 cover	 the	 above-mentioned	 issues.	 Each	 question	 included	
three	choices:	A.	Yes;	B.	No;	C.	Not	sure.	 	The	‘Yes’	option	was	investigated	further	
using	three	open-ended	question	words:	How,	When	and	How	often.	The	students’	
questionnaire	was	 closed-ended	 in	nature	and	even	with	 the	opportunity	 students	
had	through	the	space	for	‘Comment’,	very	few	comments	were	added.	The	tutors’	
questionnaire	had	more	open-ended	questions	included	under	the	‘Yes’	option.			
	
It	is	important	to	mention	here	that	the	contribution	of	the	questionnaire	data	to	the	
study	 was	 less	 than	 anticipated	 for	 several	 reasons.	 The	 response	 rate	 to	 the	
questionnaire	was	inconsistent.	In	other	words,	the	number	of	students	completing	
the	questionnaires	differed	among	the	units	observed.	The	relatively	small	number	
of	 students	 who	 completed	 the	 questionnaire	 and	 the	 number	 of	 students	 who	
participated	 in	 the	 interviews	 compared	 with	 the	 large	 number	 of	 students	 who	
participated	in	the	classroom	observation	made	the	questionnaire	elicited	data	look	
insignificant.	That	was	not	the	case	with	tutors	as	all	observed	tutors	completed	the	
questionnaire	 for	 each	 unit	 they	 taught.	 However,	 they	 covered	 the	 same	 topics	
more	 comprehensively	 during	 the	 interview,	 which	 made	 the	 questionnaire	 data	
redundant	to	a	considerable	extent.			
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3.3.4	Students’	results		
Students’	 results	were	 obtained	 anonymously	without	 any	means	 of	 identification	
such	as	the	student	numbers	or	names.	Students’	results	were	obtained	for	each	of	
the	observed	unit	for	each	of	the	assessments	including	their	total	marks	in	the	viva	
exam.	 Students’	 results	 on	 the	 Accreditation	 Studies	 final	 exam	were	 obtained	 in	
detail	 in	 each	 of	 the	 three	 interpreting	modes:	 dialogue	 interpreting,	 consecutive	
interpreting	 and	 sight	 translation.	 	 The	 results	 were	 analysed	 and	 compared	 with	
students’	 views	 of	 their	 interpreting	modes	 as	 well	 as	 of	 different	 aspects	 of	 the	
process.	
	
3.4.	The	Study	
3.4.1	The	Case	Study	
	
	
The	case	study	is	Teaching	and	Learning	Community	Interpreting	in	The	
University	of	Western	Sydney	during	the	academic	year	2013.	
	
Figure	1	-	Case	Study	
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Degrees	 on	 interpreting	 are	 offered	 through	 more	 than	 one	 course	 at	 both	
undergraduate	and	postgraduate	 levels	(see	appendix	7	for	course	structures).	This	
fact	has	little	bearing	on	the	research	because	the	interpreting	units	chosen	for	the	
study	are	offered	to	all	the	degrees	available	at	the	university	with	no	differentiation	
on	 the	 teaching	 and	 learning	 process.	 Both	 undergraduate	 and	 postgraduate	
students	 study	 those	 units	 in	 the	 same	 classes	 conjointly.	 The	 only	 differences	
between	studying	as	undergraduate	or	postgraduate	are	some	of	 the	assignments.	
Although	 assignments	 are	 part	 of	 the	 learning	 process,	 they	 were	 not	 studied	 in	
detailed	because	of	 the	scope	of	 the	study	as	the	study	aim	 is	exploring	 inside	the	
interpreting	classrooms.		
	
The	study	was	conducted	on	the	five	interpreting	units	taught	at	the	university:	- Introduction	to	Interpreting	- Interpreting	Skills	- Legal	Interpreting	- Medical	Interpreting	- Accreditation	Studies	
	
Needless	 to	 mention,	 the	 course	 structure	 of	 interpreting	 degrees	 includes	 more	
than	 the	 five	 units	 previously	 listed.	 However,	 it	 is	 important	 to	 mention	 that	
Business	 Interpreting	 was	 offered	 to	 postgraduate	 students	 only	 but	 was	 not	
included	in	the	study	for	research	ethical	considerations.3		
	
As	 mentioned	 earlier,	 the	 research	 main	 aim	 is	 to	 explore	 what	 happens	 in	 the	
interpreting	classroom,	how	interpreting	is	taught	and	learnt	as	well	as	what	are	the	
																																																						
3		Business	Interpreting	was	taught	by	one	of	the	research	supervisors.			
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main	parties’	(students	and	tutors)	perceptions	of	the	various	aspects	of	the	process	
of	teaching	and	learning	interpreting.		
	
To	 achieve	 the	 aim	 of	 the	 study	 and	 answer	 the	 research	 questions	 the	 following	
data	collection	methods	were	employed:	- Classroom	observation	of	the	following	units:		
o Introduction	to	Interpreting	(Autumn	and	Spring	semester)	
o Interpreting	Skills	
o Legal	Interpreting	
o Medical	Interpreting	
o Accreditation	Studies	(Autumn	and	Spring	semester)	- Interviews:	
o Tutors	
o Students	- Questionnaires:	
o Tutors		
o Students			- Students’	results		
	
3.4.2	Classroom	Observation	
The	classroom	observation	method	was	used	to	address	the	main	aim	of	the	study:	
describing	what	 transpires	 in	 interpreting	 classrooms.	Data	 collected	via	 classroom	
observation	took	place	during	the	academic	year	2013	by	observing	the	teaching	of	
the	 five	 interpreting	 units	 mentioned	 earlier.	 Introduction	 to	 Interpreting	 and	
Accreditation	 Studies	 was	 offered	 and	 observed	 in	 both	 the	 Autumn	 and	 Spring	
semesters.	Tutors	consent	for	the	classroom	observation	was	obtained	prior	to	the	
start	of	 the	tutorial	observations.	The	necessary	arrangements	were	also	discussed	
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with	 each	 tutor	 before	 starting	 the	 observation	 in	 relation	 to	 my	 role	 as	 non-
participant	 researcher.	 The	 issue	of	potential	 students	unwilling	 to	participate	was	
discussed	 with	 tutors	 before	 starting	 the	 observation	 especially	 in	 relation	 to	 the	
method	 of	 recording	 the	 observation.	 It	 was	 not	 possible	 to	 record	 the	 tutorials	
using	either	audio	or	video	methods	if	just	one	student	did	not	wish	to	participate	in	
the	 study.	 That	 issue	 was	 resolved	 by	 avoiding	 any	 method	 of	 audio	 or	 video	
recording	and	resorting	to	taking	notes	only.		
	
At	 the	beginning	of	 the	 first	observed	tutorial	of	every	unit,	 I	 introduced	myself	 to	
the	 class,	 gave	 a	 brief	 explanation	 of	 the	 research,	 confirmed	 the	 voluntarily	
participation	 principle	 and	 confidentiality	 as	 well	 as	 the	 de-identification	 of	
participants	 after	 distributing	 the	 consent	 and	 the	participant	 information	 forms.	 I	
had	 excellent	 student	 participation	 rate.	 I	 had	 23	 students	 participating	 in	 the	
classroom	 observations	 across	 the	 five	 units	 and	 only	 two	 students	 declined	
participation	in	the	observation.	I	maintained	the	same	seating	arrangement	during	
the	observation	of	each	unit	to	ensure	the	least	possible	visibility.	
		
The	 observation	 was	 mainly	 a	 descriptive	 account	 of	 various	 classroom	 activities.	
However,	a	predetermined	 list	was	used	 to	ensure	uniformity	of	basic	 information	
across	 all	 activities	 in	 all	 classrooms.	 The	 list	 consisted	 of	 some	 basic	 information	
about	 the	 tutorial	 and	 each	 activity:	 date,	 time,	 the	 tutorial	 number,	 number	 of	
students	 in	 the	 class,	 activities	 numbers,	 names,	 types	 and	 duration	 as	 well	 as	
methods	 of	 student	 participation	 (individual,	 pair,	 group).	 Classroom	 observation	
was	done	by	the	researcher	noting	down	a	detailed	description	of	every	activity	 in	
the	classroom,	recording	students	seating	arrangements,	way	of	participation,	tutor	
seating	arrangement,	tutor	demeanour,	 instructions,	material,	 interpreting	turns	as	
well	 as	 tutor	 feedback,	 breaks,	 the	 sequence	 of	 the	 activities	 and	 time	 intervals	
between	activities.	A	summary	of	the	classroom	was	written	down	within	a	couple	of	
hours	 of	 each	 class	 to	 note	 down	 the	 researcher	 views	 and	 comments	 on	 the	
tutorial.	This	summary	required	some	preliminary	analysis	of	the	descriptive	data	to	
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note	down	main	characteristics	of	the	tutorial	such	as	the	focus	of	the	tutorial,	time	
management,	number	of	interpreting	activities	for	each	mode	(dialogue,	consecutive	
interpreting	 and	 sight	 translation)	 and	 interpreting	 turns	 just	 to	 name	 a	 few.	 The	
atmosphere	of	the	class	also	was	noted,	as	well	as	the	demeanour	and	mood	of	the	
students	and	tutor.		
	
Classroom	data	was	noted	manually	using	pen	and	paper.	Within	two	hours	of	each	
tutorial	observation,	 the	written	material	was	colour	coded	according	 to	 the	 initial	
codes	and	a	summary	was	done	in	the	margins.	All	codes	(data	driven	codes	as	well	
as	codes	from	the	literature	and	from	my	experience	as	a	student)	were	organised	in	
an	 Excel	 spread	 sheet	with	 all	 details	 about	 each	 activity	 saved	 in	 addition	 to	 the	
summary	 and	 my	 comments	 on	 each	 activity.	 Those	 sheets	 and	 the	 original	
descriptive	written	material	were	used	to	modify	codes	and	themes	to	address	the	
research	 questions	 and	 to	 create	 tables	 for	 visual	 clarity	 and	 comparability	 across	
data	sets.		
	
The	classroom	observations	produced	a	massive	wealth	of	data.	Reporting	on	each	
piece	of	data	collected	during	classroom	observation	was	beyond	the	scope	and	the	
resources	of	this	study.	The	researchers	read	the	classroom	observation	data	many	
times	to	code	and	recode	the	data.	The	codes	and	their	values	were	organised	in	an	
Excel	 spread	 sheet.	 During	 the	 analysis	 phase,	 whilst	 focussing	 on	 the	 aim	 of	 the	
study	 and	 the	 research	 questions,	 cross	 cutting	 and	 pertinent	 codes	 and	 themes	
were	 decided	 upon.	 	 This	 process	 included	 clustering	 codes,	 separating	 codes,	
expanding	 codes	 to	 include	 more	 data,	 organising	 and	 reorganising	 data	 chunks	
under	various	codes.	After	a	substantial	preliminary	analysis,	the	codes	and	themes	
were	finalised.		
	
3.4.3	Interviews	
Interviews	 were	 used	 to	 explore	 students’	 and	 tutors’	 perceptions	 of	 the	 various	
facets	of	 interpreting	 teaching	and	 learning.	As	mentioned	earlier,	 semi-structured	
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interviews4	were	used	 to	 collect	data	 from	both	 tutors	 and	 students	 in	 relation	 to	
interpreting	teaching	and	learning	in	general	and	not	in	relation	to	a	particular	unit.	I	
interviewed	 the	 three	 Arabic	 tutors	 that	 I	 observed	 in	 the	 classrooms	 and	 two	
Chinese	 tutors.	 I	 interviewed	 ten	 students	 all	 of	 whom	 were	 observed	 in	 the	
classroom	 in	different	units.	 The	 interview	process	 started	 towards	 the	end	of	 the	
Autumn	 semester	 2013	 but	 most	 interviews	 took	 place	 towards	 the	 end	 of	 the	
Spring	semester	2013.	 Interviews	were	mostly	conducted	 individually	and	 face–to–
face,	and	were	audio	recorded	with	few	exceptions:	1)	Two	students	declined	to	give	
consent	 for	 their	 interviews	 to	 be	 audio	 recorded,	 so	 I	 resorted	 to	 taking	 notes	
during	the	interview	and	then	completed	the	gaps	by	adding	the	nonverbal	features	
within	two	hours;	2)	One	student’s	interview	was	conducted	and	recorded	over	the	
phone;	3)	On	two	occasions	I	 interviewed	groups	(one	group	of	two	and	one	group	
of	three)	of	students	together	as	individual	appointments	were	logistically	difficult	to	
organise.		
	
Both	tutor	and	student	interviews	consisted	of	three	main	parts:	
o Background	questions		
o The	challenges	they	face	in	teaching/learning	
o Their	 perception	 about	 different	 aspects	 of	 interpreting	
teaching/learning	
	
The	first	set	of	questions	sought	background	information	about	participants.	 In	the	
tutor	 interviews,	 questions	 were	 mainly	 about	 their	 teaching	 experience	 at	 the	
tertiary	level.	In	the	student	interviews,	questions	were	about	their	educational	and	
professional	background	and	the	degree	and	interpreting	units	they	were	doing.	The	
second	 set	 of	 questions	 was	 about	 the	 challenges	 they	 faced	 either	 in	 teaching	
and/or	learning	in	relation	to	linguistic	competency,	interpreting	skills,	time,	material	
																																																						
4	See	Appendices	1	&	2.		
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and	 theory.	 The	 third	 set	 of	 questions	 was	 about	 their	 perception	 of	 different	
aspects	of	the	process,	such	as	clarity	of	instruction	and	feedback	and	the	students’	
role.		
	
The	semi-structured	interviews	were	not	the	only	source	of	data	elicited	via	talking	
with	participants.	During	 the	period	of	classroom	observations,	 the	 researcher	had	
an	enormously	valuable	opportunity	to	have	informal	chats	with	the	students.	Those	
chats	became	deeper	and	more	 insightful	especially	after	 I	built	a	rapport	over	the	
observation	time	as	students	saw	me	as	a	student,	very	much	like	themselves,	who	
went	through	the	same	process	and	faced	the	same	challenges.	This	rapport	allowed	
me	frank	access	to	their	struggles	and	views.	It	also	allowed	me	access	to	some	data	
that	 took	 place	 outside	 the	 time	 frame	 of	 the	 study—2013	 academic	 year—but	
nevertheless	was	 very	 relevant	 to	 the	 study.	One	example	 is	 the	number	of	 times	
some	 students	 sat	 the	 accreditation	 exam	 before	 successfully	 acquired	 the	
accreditation.	 I	sought	verbal	consent	to	use	each	and	every	data	 item	and	extract	
collected	from	the	 informal	chats	before	 including	 it	 in	the	study.	 Indeed,	on	more	
than	three	occasions,	I	was	explicitly	asked	to	use	specific	examples	of	data	given	by	
the	students	as	they	wanted	their	voice	to	be	heard.	
	
I	 transcribed	 all	 interviews	 personally	 on	 a	 content	 basis	 after	 listening	 to	 every	
recorded	interview	at	least	three	times	and	reading	the	non-recorded	interviews	for	
at	 least	 three	times	as	well.	Using	the	main	guidelines	of	Magnusson	and	Marecek	
(2015),	 the	 transcription	 was	 done	 manually	 but	 meticulously	 with	 the	 research	
questions	 in	 mind.	 Then	 the	 process	 was	 done	 backwards;	 in	 other	 words,	 the	
transcribed	 interviews	 were	 compared	 with	 the	 audio	 version	 to	 ensure	
completeness	and	accuracy.	Data	extractions	were	organised	and	filed	according	to	
each	 code.	 After	 leaving	 the	 recorded	 interviews	 for	 a	 couple	 of	 months,	 while	
working	only	with	the	transcriptions,	I	started	listening	to	the	interviews	again	with	
the	intention	of	looking	not	only	at	the	contents,	but	also	the	ways	my	participants	
expressed	 their	 views	 and	 experiences.	 I	 then	 filed	 different	 data	 extracts	 under	
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more	 analytical	 codes.	 This	 process	 was	 done	 using	 palm	 colour-coded	 cards	 and	
then	using	word	files.		
	
3.4.4.	Questionnaires	
Questionnaires5	 were	 used	 to	 gather	 data	 about	 students’	 and	 tutors’	 views	 in	
relation	 to	 a	 particular	 unit	 as	 opposed	 to	 interviews,	 which	 were	 conducted	 in	
relation	to	interpreting	teaching	and	learning	in	general.		
	
As	 discussed	 in	 detail	 in	 Section	 3.3.3,	 tutors	 were	 asked	 about	 their	 teaching	
practice	 in	each	of	the	observed	units	 in	separate	questionnaires.	They	were	asked	
about	the	explicitness	and	the	clarity	of	communicating	unit	guidelines,	assessment,	
and	 classroom	 and	 student-self-study	 instruction	 and	 feedback	 in	 an	 attempt	 to	
study	the	classroom	dynamics	and	communications.	Students	were	asked	about	the	
challenges	 they	 faced	 in	 every	 unit	 in	 relation	 to	 the	 skills	 and	 competencies	
required	for	interpreting.	Both	tutor	and	student	questionnaires	are	attached	in	the	
Appendix.	
	
The	tutors’	responses	to	the	questionnaires	were	very	useful	as	all	of	the	observed	
tutors	 completed	 the	 relevant	 questionnaire,	 but	 the	 students’	 responses	 showed	
variation.	 In	 some	 units,	 the	 majority	 of	 students	 completed	 the	 questionnaires	
while	in	Interpreting	Skills,	none	of	the	students	completed	the	questionnaire.		
Data	elicited	from	the	questionnaire	was	brief	and	generally	superficial.	However,	it	
was	used	to	shed	some	light	on	the	level	of	comprehension	of	some	of	the	process	
aspects	 and	was	 also	used	 as	 a	 tool	 of	 data	 triangulation.	Questionnaire	data	was	
basically	summarised	to	facilitate	writing	up	the	findings.			
	
																																																						
5	See	Appendices	3	and	4.	
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3.4.5	Students’	Results	
Students’	 results	 data	 was	 collected	 in	 the	 observed	 units.	 Students	 were	 de-
identified	 for	 the	 purpose	 of	 confidentiality.	 To	 emphasise	 the	 issue	 of	
confidentiality,	I	confirm	that	I	received	the	students’	results	without	any	names	or	
numbers.	 For	 all	 units	observed,	 I	 obtained	 the	 students’	marks	 in	 all	 assessments	
tasks	as	well	as	their	total	mark	in	the	final	viva	exam	with	couple	of	exceptions.	In	
Introduction	 to	 Interpreting,	 I	 only	 had	 the	 Autumn	 semester	 results.	 For	 Legal	
Interpreting,	 in	addition	to	the	assessments	marks	and	the	final	viva	exam	marks,	 I	
also	 had	 the	 marks	 on	 each	 of	 the	 final	 viva	 exam	 components.	 In	 Accreditation	
Studies,	I	had	access	to	both	Autumn	and	Spring	semesters	detailed	marks	in	each	of	
the	 exam	 components:	 dialogue	 interpreting,	 consecutive	 interpreting	 and	 sight	
translation.	
	
It	 is	 important	to	emphasise	the	fact	that	this	 is	not	a	 longitudinal	cohort	study.	 In	
other	words,	the	results	are	not	a	reflection	of	the	performance	and	progress	of	the	
same	 cohort	 from	 Introduction	 to	 Interpreting	 (introductory	 unit)	 to	 Accreditation	
Studies	 (final	 unit).	 To	 make	 it	 even	 clearer,	 S1	 in	 the	 results	 in	 Introduction	 to	
Interpreting	 is	 not	 S1	 in	 Accreditation	 Studies.	 Despite	 the	 fact	 that	 the	 students’	
marks	 cannot	 be	 used	 as	 an	 accurate	 reflection	 of	 their	 progress	 throughout	 the	
course,	those	marks	are	used	as	an	indication	of	their	performance	and	progress	in	
general	terms.			
	
3.5	Data	Analysis	
Thematic	analysis	lends	itself	to	be	the	most	appropriate	analysis	method	to	address	
the	 aim	 of	 the	 study	 and	 the	 research	 questions.	 Although	 thematic	 analysis	 has	
been	examined	by	a	large	number	of	scholars,	I	used	the	work	of	Braun	and	Clarke	
(2006)	not	only	as	a	practical	guide	to	perform	thematic	analysis	systematically,	but	
also	as	a	rationale	for	choosing	this	type	of	analysis.	In	addition	to	the	advantages	of	
flexibility	 and	 accessibility,	 thematic	 analysis	 facilitated	 exploring	 and	 organising	 a	
vast	 volume	 of	 data	 in	 a	 flexible	 manner	 to	 enable	 identifying	 and	 comparing	
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patterns	 across	 the	 data	 corpus	 as	well	 as	 finding	 possible	 relations	 among	 those	
patterns	or	themes.		
	
The	main	advantage	and	benefit	of	thematic	analysis,	at	least	for	the	purpose	of	this	
study,	 is	 its	 flexibility	 (Braun	 &	 Clarke,	 2006,	 p.78).	 This	 flexibility	 allowed	 for	
semantic	 or	 salient	 themes	 as	 well	 as	 more	 latent	 themes	 to	 be	 identified	 and	
studied	 during	 the	 analysis	 phase.	 It	 also	 allowed	 for	 combining	 inductive	 and	
deductive	or	theory	driven	themes	(Braun	&	Clarke,	2006,	p.83),	which	gave	richness	
and	 depth	 not	 only	 to	 the	 analysis	 but	 also	 to	 the	 discussion.	 This	 flexibility	 of	
identifying	 themes	 and	 analysing	 them	 through	 different	 lenses	 and	 from	 various	
perceptions	 was	 very	 useful	 in	 studying	 the	 data	 to	 pin	 point	 similarities	 and	
differences	as	well	as	various	perceptions	among	the	different	data	sets.	The	same	
flexibility	 helped	 the	 researcher	 to	 capture	 important	 data	 items	 that	 were	 not	
necessarily	presented	in	great	number	of	occurrences	in	the	data,	but	yet	magnified	
important	and	meaningful	 information	 (Braun	&	Clarke,	2006,	p.82)	as	 indeed	was	
the	case	in	the	interviews	data.			
	 		
3.5.1	Codes	and	themes	
The	process	of	coding,	recoding	and	deciding	on	the	final	themes	was	long,	recursive	
and	 iterative.	 	 Initially,	 I	 approached	 the	 data	 and	 indeed	 the	 data	 collection	with	
some	literature-driven	themes	as	well	as	codes	and	themes	from	my	own	experience	
as	 an	 interpreting	 student	 and	 practitioner,	 such	 as	 dialogue	 interpreting,	
consecutive	interpreting	and	sight	translation	themes,	which	were	used	during	data	
collection	and	throughout	the	reporting	and	analysis	stages.	Such	codes	were	driven	
by	the	theoretical	background	of	interpreting	and	were	easily	identified	in	the	data.	
The	competencies	required	for	interpreting	can	exemplify	the	same	idea	as	well.	The	
linguistic	competency	and	interpreting	skills	are	the	most	agreed	upon	competencies	
and	skills	required	for	interpreting	and	I	approached	the	study	with	those	particular	
themes	in	mind.	Some	other	themes	were	more	relevant	to	the	data.		
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Feedback	 is	a	well-known	concept	 in	 teaching	and	 learning	but	 the	codes	used	 for	
different	 types	of	 feedback	were	based	on	 the	data	 in	 an	 attempt	 to	differentiate	
and	describe	 various	 types	of	 feedback.	 The	 ‘exploring	 the	web’	 and	 ‘glossary	 and	
content’	 codes	 are	 examples	 of	 data	 driven	 codes.	 Such	 codes	 were	 used	 to	
categorize	classroom	activities.	The	codes	‘discussion’	and	‘process’	were	also	based	
on	 the	data	and	used	 to	describe	certain	 classroom	activities	and	 the	names	were	
chosen	to	reflect	the	main	features	of	the	activities.	Both	literature	and	data	driven	
codes	are	considered	descriptive	codes.	More	analytical	themes	were	identified	and	
used	 during	 the	 analysis	 phase.	 Those	 themes	 were	 articulated	 to	 facilitate	
comparison	and	analysis	within	different	data	sets	as	well	as	across	all	data	corpus	
(Braun	&	Clark,	2006,	p.79).	
The	following	table	contains	the	final	codes	and	themes	with	their	definitions:		
Table	3-1:	Codes	and	Themes	
Term	
code/theme	
Definition	
	
Example	
Interpreting	 All	 classroom	 activities	 using	 a	
specific	text	
Dialogue	interpreting	
Consecutive	Interpreting	
Sight	translation	
Dialogue	interpreting	
(DI)	
Interpreting	 conversation	 between	
NES	
and	English	speaker	
Interpreting	in	the	dialogue	mode	in	class	
Consecutive	interpreting	
(CI)	
Interpreting	
mode	for	speeches	
Interpreting	speech	
Sight	translation	
(ST)	
Interpreting	mode	for	documents	 Interpreting	sight	translation	
O
th
er
s	
All	 classroom	 activities	 but	
interpreting	activities	
Terminology	and	context	
Assessments	
Exploring	the	Web	 Classroom	activity	when	students	use	the	computer	to	
look	up	information	
Glossary	&	context	 Activates	 explaining	 vocab	and	 its	 setting	 and	 context	
without	using	any	text	
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Linguistics	 Explaining	linguistics	without	any	text	
Explaining	skills	 Explaining	skills	without	using	any	text	
Guidelines,	 expectations	 and	
assessments	
Time	 spent	 explaining	 the	 unit	 guidelines	 and	
assessments	
Code	of	ethics	 Time	spent	explaining	the	code	of	ethics	without	text	
Homework	 Time	 spent	 on	 homework	 instructions,	 follow	 up	 and	
evaluation	
Breaks	 Time	spent	on	breaks	in	the	three-hour	tutorials	
Chats/elapses	 Time	with	no	particular	activities	
No.	Exc	 Number	of	exercises	 	
Int	turns	 The	number	of	interpreting	turns	 	
@skills	 Number	 of	 interpreting	 exercises	
aiming	at	one	or	more	skill	
	
GFB	 General	feedback	 Good,	impressive	
SPFB	 Specific	positive	feedback	 Accurate	content	
	
SNFB	 Specific	negative	feedback	 Omission	
Wrong	collocation	
Discussion	 Number	of	interpreting	exercises	with	
discussion	 about	
progress/performance	
	
Process	 Number	of	interpreting	exercises	with	
certain	routine	
	
	
3.6.	The	researcher’s	position	
Reflexivity	 is	 a	 complex	 and,	 at	 times,	 ambiguous	 concept	 that	 has	 been	
controversial	 in	 scholarly	 discussions.	 Discussing	 reflexivity	 in	 relation	 to	 various	
research	paradigms	is	beyond	the	scope	of	the	current	study.		Instead,	reflexivity	is	
looked	at	as	simply	the	relationship	between	the	researcher	and	the	research	object	
(Brannick,	&	Coghlan,	 2006,	p.	 144;	 2007,	p.60).	Although	 the	 current	 study	 is	 not	
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action	research	and	the	researcher	is	not	exactly	an	insider,	the	research	reported	in	
this	thesis	shares	some	features	of	insider	research.	The	researcher’s	familiarity	with	
the	setting	of	the	study	as	well	as	her	experience	and	insights	as	a	previous	student	
makes	this	study	close	to	 insider	academic	research.	The	 involvement	of	parties	 to	
the	teaching	and	learning	process	(teachers	and	students)	also	brings	the	study	close	
to	 action	 research	 (Brannick	 &	 Coghlan,	 2007),	 although	 they	 were	 involved	 as	
research	 participants,	 not	 researchers.	 The	 researcher’s	 position	 and	 relationships	
with	 both	 students	 and	 teachers	 and	 her	 familiarity	 with	 the	 setting	 warrants	 a	
considerable	reflective	work.		
	
Before	moving	on	to	reporting	the	findings	of	the	study	and	presenting	the	analysis,		
it	 is	 important	 first	 to	 acknowledge	 that	 “we	 are	 all	 insiders	 of	 many	 systems”	
(Brannick	&	Coghlan,	2007,	p.	60).	I,	the	researcher,	can	be	considered	as	an	insider	
in	the	university	as	I	am	an	alumna	who	graduated	from	the	same	program	subject	
of	 study.	 I	 can	 also	 be	 considered	 as	 an	 insider	 of	 the	 practice	 as	 an	 interpreter.	
Second,	 it	 is	necessary	 to	discuss	 the	 researcher’s	background	and	position	and	 its	
implications	 for	 the	 study.	Keeping	 in	mind	 the	main	aim	of	 the	 study,	which	 is	 to	
explore	and	describe	 interpreting	teaching	and	 learning	and	the	perceptions	of	the	
parties	involved,	it	can	be	a	complicated	task.	When	one	looks	into	the	interpreting	
teaching	 and	 learning	 phenomena—any	 phenomena	 at	 that—one	 looks	 at	 them	
through	 their	 own	 experience	 and	 bias.	 That	 is	 why	 I	 believe	 that	 if	 ten	 different	
researchers	conducted	the	same	study,	they	would	come	up	with	various	findings.		
	
One	cannot	completely	ignore	that	bias	and	claim	the	illusion	of	absolute	objectivity;	
it	 is	vital	 for	 the	researcher	to	acknowledge	this	bias	and	articulate	 its	 implications	
for	the	study.	It	is	very	much	like	giving	the	reader	the	researcher’s	binoculars,	so	to	
speak,	to	allow	them	to	see	and	know	the	phenomena	at	hand	while	acknowledging	
that	there	are	many	other	ways	and	angles	to	study	the	same	phenomena.	This	is,	to	
my	mind,	the	best	possible	way	to	reach	objective	subjectivity.						
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The	 researcher’s	 (my	 own)	 position	 and	 background	 is	 an	 important	 contributing	
attribute	throughout	all	research	phases.	My	background	as	a	previous	interpreting	
student	who	had	completed	interpreting	courses	in	the	same	university	affected	my	
classroom	observation	positively	as	I	was	familiar	with	the	system	and	the	classroom	
setting	and	did	not	waste	precious	observation	time	trying	to	familiarise	myself	with	
my	surroundings.	My	experience	and	perception	as	a	previous	student	contributed	in	
identifying	 many	 issues	 and	 articulating	 many	 of	 the	 questionnaire	 and	 interview	
questions.	To	provide	only	one	example,	questions	around	clarity	of	instructions	and	
feedback	 were	 driven	 largely	 by	 my	 own	 experience	 as	 a	 previous	 interpreting	
student.	My	previous	experience	as	an	interpreting	student	also	allowed	me	to	see	
the	 classroom	 activities	 from	 a	 student	 perspective,	 while	 my	 background	 as	
interpreter	practitioner	made	me	aware	of	 the	 job’s	demands	and	challenges.	This	
awareness	 helped	 me	 understand	 the	 tutors’	 struggle	 to	 teach	 such	 a	 complex	
cognitive	 task	 as	 interpreting,	 which	 requires	 many	 multidisciplinary	 skills,	 to	 a	
student	 cohort	with	 various	 backgrounds	 and	 competencies.	 The	 same	 awareness	
enabled	me	to	identify	some	gaps	in	the	classroom	activities.		
	
My	 knowledge	 and	 awareness	 as	 a	 researcher	 provided	 a	 different	 approach	 to	
observe	 the	 classroom	 activities	 and	 gave	 me	 the	 tools	 to	 identify	 various	
opportunities	 that	 can	 potentially	 improve	 the	 teaching	 and	 learning	 process.	 Last	
but	 not	 least,	 my	 own	 identity	 as	 a	 mature-aged	 female	 student	 —previous	
interpreting	student	and	current	research	student—	allowed	me	to	understand	the	
students’	 struggles	 to	 juggle	work,	 family	 and	 study	 commitments.	 It	 also	 offered	
common	ground	with	students	that	helped	me	to	get	to	know	them	better	and	build	
an	excellent	rapport	in	a	relatively	short	period	of	time,	and	that	gave	me	access	to	
their	perception	on	many	aspects	of	the	process	not	only	during	the	interviews	but	
also	 during	many	 informal	 conversations	 throughout	 the	 academic	 year	 and	 even	
later.	
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To	 sum	 up,	 my	 own	 identity,	 academic	 background	 and	 professional	 experience	
afforded	me	a	privileged	position	as	a	researcher.	I	had	the	advantage	of	looking	into	
and	examining	 the	phenomena	through	various	 lenses.	 I	was	able	 to	see	 the	same	
phenomena	from	different	perspectives,	which	added	depth	to	the	description.	Also,	
looking	 at	 the	 phenomena	 from	 different	 angles	 allowed	me	 to	 intentionally	 and	
continuously	shift	my	position,	from	a	very	immersed	one	to	a	more	birds-eye	view	
position,	 and	 that	 helped	 me	 to	 see	 many	 relations	 among	 various	 aspects	 of	
interpreting	 teaching	 and	 learning.	 	 Exemplifying	 this	 continuous	 shift	 can	make	 it	
clearer:	during	the	study	and	especially	during	the	analysis,	 I	continuously	changed	
my	position	back	and	forth	from	looking	into	very	specific	detailed	data	to	looking	at	
the	whole	process	of	teaching	and	learning	interpreting,	its	goal	and	aim.	Keeping	an	
eye	 on	 the	 details	 while	maintaining	 the	 birds-eye	 view	 of	 the	 big	 picture	 helped	
identify	 relations	 among	 various	 aspects	 and	 pinpoint	 opportunities	 that	 can	
potentially	improve	the	process.	
	
Studying	the	phenomena	from	various	perspectives,	to	my	mind,	also	helped	harness	
subjectivity	 and	 enhanced	 objectivity	 and	 eventually	 produced	 a	 wealth	 of	
descriptive	data	and	an	analytical	account	of	the	processes	of	teaching	and	learning	
interpreting	at	a	specific	university	at	a	particular	time.					
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Chapter	4 :	Findings	
	4.	1	Introduction	 	
Reporting	 on	 the	 findings	 is	 a	 complex	 process	 due	 to	 the	 vast	 amount	 of	 data	
collected	in	the	study.	There	are	three	sources	of	data:	classroom	observations,	tutor	
and	 student	 questionnaires,	 and	 tutor	 and	 student	 interviews.	 The	 findings	 are	
organised	to	ensure	clarity,	paint	a	big	picture	of	the	phenomena	found	in	the	study	
and	finally	to	facilitate	analysis	and	discussion.		
	
Organising	such	a	vast	amount	of	data	to	report	on	inevitably	required	a	substantial	
level	 of	 preliminary	 analysis.	 Coding,	 recoding,	 merging	 codes,	 separating	 codes,	
assigning	 data	 chunks	 to	 codes	 repeatedly	 as	 well	 as	 deciding	 on	 salient	 and	
descriptive	 themes	 and	 analytical	 themes	 took	 place	 before,	 during	 and	 after	
reporting	 on	 the	 data	 in	 the	 findings	 chapter.	 	 Analysis	 has	 been	 an	 ongoing	 and	
iterative	part	of	the	process	from	the	beginning	of	data	collection	therefore	drawing	
a	clear	line	is	not	always	possible	and,	in	some	cases,	there	may	be	overlap	between	
the	findings	and	analysis	chapters.	
	
The	core	source	of	data	 in	the	study	 is	the	classroom	observations.	This	 is	because	
exploring	 what	 transpires	 in	 the	 interpreting	 classroom	 is	 the	 central	 aim	 of	 the	
study,	even	though	it	is	not	the	only	one.	The	second	source	of	data	is	the	tutor	and	
student	 interviews	 and	 the	 third	 source	 is	 the	questionnaires	 completed	by	 tutors	
and	students	during	the	teaching	of	each	of	the	five	units.		
	
The	 findings	 chapter	 is	 organised	 into	 two	main	 sections:	 classroom	 observations	
and	interviews.		Classroom	observations	were	conducted	in	the	following	units:	
-	Introduction	to	Interpreting	
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-	Interpreting	Skills	
-	Legal	Interpreting	
-	Medical	Interpreting	
-	Accreditation	Studies	
	
The	data	obtained	from	the	observations	of	each	unit	has	been	arranged	as	follows:	
o Unit	description	
o Classroom	description	
o 	Observations	
o Students’	results	
o Student	questionnaires	
o Tutor	questionnaires	
	
The	 interviews	were	conducted	during	 the	2013	academic	year	and	the	results	are	
organised	into	two	sections:		
-	Tutor	interviews		
-	Student	interviews	
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4.2	Classroom	Observations	
4.2.1	Introduction	to	Interpreting	
4.2.1.1	Unit	description	
	
This	 unit	 is	 described	 as	 a	 ‘core	 unit’	 in	 both	 undergraduate	 and	 postgraduate	
degrees.	The	teaching	consists	of	a	one-hour	 lecture	taught	 in	English—	with	LOTE	
examples	as	per	the	lecturer’s	language—	and	two-hour	language-specific	tutorials.	
The	main	aim	of	the	unit	is	to	introduce	students	to	the	various	theories	relating	to	
interpreting	and	 to	apply	 them	to	 the	practice	of	 interpreting.	 It	 is	offered	 in	both	
the	 autumn	 and	 spring	 semesters.	 	 The	 unit	was	 offered	 conjointly	 and	 taught	 to	
both	 undergraduate	 and	 postgraduate	 students.	 Assessments	 differed	 slightly	 for	
undergraduate	and	postgraduate	students	and	the	following	table	shows	the	marks	
allocated	on	different	assessments	tasks	for	each	group.	The	in-class	assessment	and	
the	 final	 viva	 assessment	 evaluated	 every	 student’s	 performance	 in	 the	 three	
interpreting	 modes	 in	 both	 directions.	 The	 theory	 exam	 evaluated	 students’	
understanding	 of	 the	 theory	 covered	 in	 the	 lectures.	 The	 annotated	 bibliography	
task	 evaluated	 postgraduate	 students’	 understanding	 of	 selecting,	 correctly	 listing	
and	annotating	sources.		
	
Table	4-1:	Introduction	to	Interpreting:	Assessments	
Undergraduate	 Postgraduate	
40%	In-class	assessment	 35%	In-class	assessment	
20%	Final	theory	exam	 15%	Final	theory	exam	
40%	Final	viva	exam	 35%	Final	viva	exam	
	 15%		Annotated	
bibliography 
	
4.2.1.2	Classroom	description	
	The	unit	was	 taught	by	 the	same	tutor	 in	both	 the	Autumn	and	Spring	semesters,	
except	 for	 two	 occurrences:	 one	 tutorial	 in	 the	Autumn	 semester,	when	 a	 second	
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tutor	helped	by	doing	the	role	play	with	the	class	tutor,	and	for	two	tutorials	in	the	
Spring	 semester	when	 another	 tutor	 took	 over.	 Detailed	 description	 of	 those	 two	
occurrences	 is	 included	 in	 the	observations	section.	There	were	12	students	 in	 the	
autumn	semester	and	ten	in	the	Spring	semester.	The	room	setup	for	students	in	the	
tutorial	was	the	same	in	both	semesters:	a	sideways	desk	with	a	computer	for	each	
student.	 For	 most	 of	 the	 tutorials	 in	 both	 semesters,	 students	 maintained	 their	
original	seating	positions.	For	the	majority	of	students,	this	unit	was	the	beginning	of	
learning	 interpreting,	 except	 for	 one,	 who	 was	 doing	 Accreditation	 Studies	 in	 the	
same	semester.		
	
4.2.1.3		Observations		
Introduction	 to	 Interpreting	 was	 observed	 during	 both	 the	 autumn	 and	 Spring	
semesters.	In	the	autumn	semester,	12.5	hours	(735	minutes)	was	observed	over	six	
tutorials	starting	from	week	7.	In	the	spring	semester,	almost	16	hours	(945	minutes)	
was	observed	over	11	tutorials	starting	from	week	1.	The	general	atmosphere	of	the	
classroom	 was	 light.	 The	 tutor	 and	 students	 shared	 professional	 experiences	 and	
views	about	interpreting	and	the	role	of	the	interpreter.	Students	were	given	time	to	
use	the	computer	to	search	for	some	of	the	topics	covered	and	look	up	relevant	web	
sites.	 Frequently,	 students	 engaged	 in	 conversations,	 which	 tended	 to	 be	 lengthy	
and	take	the	focus	of	the	class	away	from	the	topic.	The	Arabic	 language	was	used	
more	 in	class	than	English,	except	when	the	tutor	read	 linguistic	definitions	and/or	
read	 a	 passage	 from	 textbooks.	 The	 tutor	 was	 empathetic	 with	 students	 and	
frequently	 conveyed	 a	 sort	 of	 bond	 with	 the	 students.	 The	 tutor	 repeatedly	
expressed	 empathy	 towards	 students’	 predicaments,	 either	 in	 relation	 to	
competency,	 or	 social	 and	 work	 situations,	 or	 the	 workload.	 They	 frequently	
conveyed	 this	 empathy	 with	 the	 students’	 situation	 by	 saying	 things	 like:	 “I	
understand	 the	 stress”,	 “I	 know....”	or	 “I’ve	been	 there….”	or	 “I’ve	been	a	 student	
too,	so	I	know”.	One	tutor	explicitly	expressed	empathy	with	their	stress	in	the	last	
tutorial	in	the	autumn	semester	(21.5.2013)	by	saying,	“I	know	you’re	stressed…I	am	
stressed	 too	 because	 I	 want	 you	 to	 do	well”	 and	 also	 expressed	 the	 same	 in	 the	
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interview.	The	tutor’s	empathy	and	sympathy	was	perceived	differently	by	students	
though.		
	
Table	 4.2.	 below	 provides	 a	 broad	 picture	 of	 the	 time	 spent	 on	 activities	 in	 both	
semesters.	 It	 categorises	 all	 activities	 into	 two	 groups:	 text-based	 interpreting	
activities	and	other	activities.	It	is	obvious	from	the	table	that	the	time	was	divided	
nearly	 equally	 between	 text-related	 interpreting	 activities	 and	 other	 classroom	
activities	 in	 both	 autumn	 and	 Spring	 semesters	 despite	 the	 fact	 that	 observation	
started	late	(week	7)	in	the	Autumn	semester.	
		
Table	4-2	Introduction	to	Interpreting:	Classroom	time	in	minutes	
Semester/Activity	 Interpreting	 Other	 Total	
Autumn	 335	(49%)	 400	(51%)	 735	
Spring	 465	(49%)	 480	(51%)	 945	
	
Table	 4.3	 illustrates	 how	 the	 text-based	 interpreting	 activity	 time	 was	 divided	
between	 the	 three	 interpreting	 modes.	 As	 shown	 in	 the	 table,	 consecutive	
interpreting	 took	 more	 time	 than	 dialogue	 interpreting	 and	 sight	 translation	
combined	in	both	semesters.		
	
Table	4-3:	Introduction	to	Interpreting:	Interpreting	modes	time	
Semester/mode	 Consecutive	
interpreting	
Sight	translation	 Dialogue	interpreting	 Total	
Autumn	 190	(57%)	 	45	(13%)	 100	(30%)	 335	
Spring	 250	(54%)	 115	(25%)	 120	(26%)	 465	
	
Table	4.4	gives	a	detailed	picture	of	the	time	spent	on	different	activities	in	the	class.	
The	 table	 shows	 some	 discrepancy	 between	 the	 time	 allocated	 to	 some	 of	 the	
activities	in	the	autumn	and	the	spring	semesters.	
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Table	4-4:	Introduction	to	Interpreting:	Various	Activity	Time	
	 Activity	 Autumn	 Spring	
O
th
er
	A
ct
iv
iti
es
	
Exploring	the	web	 40(5%)	 0(0%)	
Context	and	Glossary	 175(24%)	 160(17%)	
Linguistics	 45(6%)	 35(4%)	
Explaining	skills	 75(10%)	 35(4%)	
Guideline,	expectations	&	Assessment		 40(5%)	 120(13%)	
Code	of	Ethics	 0(0%)	 45(5%)	
Homework	 0(0%)	 15(2%)	
Chats/Elapses	 25(3%)	 75(8%)	
Interpreting	 Consecutive		 190(26%)	 250(26%)	
Dialogue	 100(14%)	 120(13%)	
Sight	translation	 45(6%)	 115(12%)	
	
Although	 Introduction	 to	 Interpreting	 is	 where	 students	 are	 introduced	 to	
interpreting	theories	and	skills,	the	time	spent	exclusively	on	explaining	skills	was	not	
significant	 in	either	autumn	or	Spring	semester	(10%	and	4%)	respectively	and	was	
spent	mostly	on	note	taking	and	dealing	with	sight	translation.	The	same	applied	to	
linguistics,	 where	 only	 6%	 and	 4%	 of	 the	 time	was	 spent	 on	 explaining	 linguistics	
issues	 in	 relation	 to	 interpreting.	 In	one	 tutorial,	 for	example,	 the	 tutor	 read	some	
definitions,	such	as	Anglicism	and	neologism,	and	discussed	the	translation	of	idioms	
and	 irony	 and	 politeness	 in	 different	 cultures,	 and	 the	 impact	 of	 those	 issues	 on	
interpreting.	 Those	 activities,	 however,	 were	 not	 well	 structured	 and	 the	 tutorial	
basically	 consisted	 of	 the	 tutor	 reading	 the	 definitions	 from	 the	 book	 and	 giving	
examples	 in	 English	 and	 Arabic.	 Then	 students	 discussed	 the	 interpreting	 choices,	
but	 the	 discussions	 were	 neither	 organised	 nor	 focussed	 on	 the	 topic	 but	 were	
rather	 personal	 accounts	 and	 opinions	 and,	 in	many	 cases,	 two	 or	 three	 students	
talked	 separately	 while	 other	 students	 talked	 at	 the	 same	 time.	 Often	 students	
talked	on	top	of	each	other	during	those	discussions	and	that	made	some	tutorials	
and	discussions	appeared	ad	hoc	with	no	specific	aim	or	time	limit.	
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Glossary	 and	 context	 activities	 formed	 a	 significant	 part	 of	 the	 tutorials,	 as	 they	
consumed	 the	 second	 largest	 amount	 of	 time	 after	 the	 text-based	 interpreting	
activities.	Glossary	and	context	activities	often	took	two	extremely	different	 forms.		
At	 one	 extreme,	 the	 tutor	would	 go	 through	 the	 allocated	 set	 of	 terminology	 and	
read	the	Arabic	equivalents.	At	the	other	extreme,	the	whole	class	would	be	asked	to	
talk	 about	 the	 context	 and	 the	 parallel	 context,	 service	 or	 concept	 in	 different	
Arabic-	 speaking	countries.	Those	activities	often	 triggered	discussions	 that	went	a	
bit	 off	 track.	 During	most	 of	 those	 activities,	 the	 class	 was	 buzzing	 with	 students	
talking	 over	 each	 other,	 side	 conversations,	 and	 discussions	 about	 personal	
experiences	with	the	system,	either	here	or	 in	the	students’	home	countries,	while	
the	 tutor	 engaged	 in	 lengthy	 conversation	 with	 one	 or	 two	 students.	 To	 give	 a	
specific	example,	in	week	9	of	the	autumn	semester	(2.4.2013),	one	glossary	activity	
took	 15	minutes	while	 another	 glossary	 and	 context	 activity,	 in	 the	 same	 tutorial,	
took	 one	 hour.	 The	 researcher’s	 observation	 note	 was	 that	 this	 was	 “a	 complete	
waste	of	 time”.	 	There	are	many	similar	examples	 in	 the	data,	but	 two	others	 that	
stand	 out	were	 in	 the	 spring	 semester,	 in	weeks	 3	 and	 5,	when	 glossary	 activities	
took	40	minutes	each,	and	in	week	7	when	two	similar	activities	took	15	minutes	and	
35	minutes	 respectively.	Almost	always,	 the	shorter	activities	were	when	the	 tutor	
listed	 vocabulary	 and	 their	 equivalents,	 and	 the	 longer	 activities	 were	 when	 the	
opportunity	was	given	to	students	to	have	discussions	about	either	the	terminology	
or	 the	 context.	 In	 addition,	 in	 each	 semester,	 there	was	 at	 least	 one	 student	who	
talked	a	 lot	and	the	tutor	seemed	to	lose	control	or	seemed	to	be	too	nice	to	stop	
that	student.		
	
The	following	table	4.5	looks	at	the	text-related	interpreting	activities	in	more	detail	
to	 describe	 the	 interactions	 in	 the	 classroom	 during	 these	 activities.	 Along	 with	
Tables	 4.3	 and	 4.4	 above,	 they	 show	 that	 considerably	 more	 time	 was	 spent	 on	
consecutive	 interpreting	 than	dialogue	 interpreting	and	 sight	 translation.	This	 time	
difference	 can	 be	 explained	 by	 the	 fact	 that,	 generally	 speaking,	 the	 observed	
consecutive	 interpreting	 activities	 included	 more	 explanations	 than	 the	 dialogue	
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interpreting	 and	 sight	 translation	 activities.	 It	 is	 hard	 though	 to	 see	 a	 pattern	 in	
relation	 to	 the	number	of	 interpreting	 turns6	 in	 the	 three	 interpreting	modes.	This	
may	be	due	 to	 the	different	 segment	 lengths	 in	 the	 three	 interpreting	modes.	 For	
example,	 consecutive	 interpreting	 segments	 are	 generally	 longer	 than	 dialogue	
interpreting	segments.			
	
During	 all	 interpreting	 exercises	 the	 tutor	was	 encouraging	 and	 generous	 in	 giving	
general	positive	feedback.	 It	seems,	however,	that	the	tutor	was	more	able	to	give	
specific	 feedback	 in	 relation	 to	 weak	 areas	 in	 students’	 performance	 during	
consecutive	 interpreting	 activities	 than	 during	 other	 activities,	 except	 in	 sight	
translation	activities	observed	in	the	Spring	semester.	 	By	contrast,	the	observation	
data	 collected	 during	 tutorials	 taught	 by	 the	 two	 tutors	 who	 helped	 in	 the	 class	
showed	a	different	pattern.	For	example,	the	non-Arabic	speaking	tutor	was	able	to	
use	a	dialogue	mode	to	give	specific	and	strategic	feedback	and	remedy	strategies,	
as	 will	 be	 illustrated	 with	 specific	 examples	 in	 the	 analysis.	 In	 general,	 the	
consecutive	 mode	 seemed	 to	 give	 tutors	 more	 opportunities	 to	 focus	 on	 specific	
skills,	such	as	note-taking.	
	
Table	key:	
Time:	Time	spent	on	the	exercises		 	 	
No.	Exc	:	Number	of	exercises	
Int:	Interpreting	 	 	 	 	
FB:	Feedback	 	
Exp:	Number	of	exercises	with	explanation	
Pos.	Sp.	FB:	Positive	specific	feedback	
Neg.	Sp.	FB:	Negative	specific	feedback	
@skill:	Number	of	exercises	focusing	on	particular	skill/skills	
	
																																																						
6	Interpreting	turn	is	one	rendition	of	a	segment	regardless	of	its	length		
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																																		Table	4-5:	Introduction	to	interpreting:	Interpreting	exercises	details	
	
	
	
	
	
	
	
	
	
	
	
Two	 events	 are	worth	 reporting	 in	more	 detail.	 These	 are	 the	 role-play	 class	with	
two	 tutors	 in	 the	autumn	semester,	and	when	Tutor	2	 took	over	 the	class	 for	 two	
weeks	in	the	Spring	semester.	
	
In	week	12	the	tutorial	dated	14.5.2013	was	taught	by	two	tutors,	the	class	tutor	(T3)	
and	another	tutor,	a	native	English	speaker.	 I	observed	only	the	 last	25	minutes	of	
the	tutorial,	but	 that	was	sufficient	 time	to	highlight	 the	difference	 in	the	teaching	
styles	 and	 the	 students’	 responses	 to	 the	 class	 as	well	 as	 their	 perception	 of	 that	
type	 of	 activity.	 The	 teaching	 and	 learning	 was	 done	 through	 role-play	 and	 the	
activity	I	observed	involved	text-based	dialogue	interpreting.	The	class	tutor	took	the	
role	of	the	non-English	speaker,	the	visiting	tutor	took	the	native	English	speaker	role	
and	students	took	turns	interpreting	significantly	long	parts	of	the	dialogue,	not	just	
one	speaker	turn7,	as	is	the	usual	practice	in	the	class.	The	two	obvious	differences	I	
																																																						
7	Speaker	turn	refers	to	the	segment	each	speaker	utters	before	he	stops	for	the	interpreter	to	start	
interpreting	in	a	conversation	(dialogue).	
Activity	
Variable	
Consecutive	
Interpreting	
Dialogue	
Interpreting	
Sight	
Translation	
	 Autumn	 Spring	 Autumn	 Spring	 Autumn	 Spring	
	 Int	 Exp	 Int	 Exp	 Int	 Exp	 Int	 Exp	 Int	 Exp	 Int	 Exp	
Time	 190	 15	 250	 20	 100	 0	 120	 40	 45	 15	 115	 25	
No.	Exc	 6	 2	 12	 1	 5	 0	 5	 2	 2	 0	 6	 2	
Int.	turns	 28	 0	 42	 	 28	 0	 51	 0	 5	 0	 24	 0	
@skill	 2	 	 7	 	 1	 0	 2	 	 1	 0	 1	 0	
General	FB	 18	 0	 16	 	 13	 0	 7	 0	 3	 0	 8	 0	
Pos.	Sp.	FB	 3	 0	 5	 	 4	 0	 1	 0	 0	 0	 3	 0	
Neg.	Sp.	FB	 6	 0	 6	 	 2	 0	 	 0	 1	 0	 8	 0	
Discussion	 	 	 2	 	 	 	 	 	 	 	 	 	
Process	 	 	 2	 	 	 	 	 	 	 	 	 	
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immediately	noticed	when	I	entered	the	class	were	that	firstly,	the	whole	class	was	
tuned	 in	 and	 secondly,	 on	 the	 white	 board,	 there	 were	 three	 columns	 labelled:	
“What	 did	 you	do	well?”;	 “What	 needs	 improvement?”;	 and	 “Strategy”.	 	 Students	
seemed	to	enjoy	the	class	and	actively	participated	in	the	discussion.	There	were	not	
any	side	conversations	and,	even	though	the	two	talkative	students	participated	 in	
the	 discussion,	 they	were	 skilfully	 channelled	 in	 the	 right	 direction	 by	 the	 visiting	
tutor.	Because	of	the	impact	this	interpreting	activity	and	the	discussion	had	on	the	
students,	they	will	later	be	analysed	qualitatively	for	the	healthy	classroom	dynamic	
created	and	for	the	value	of	the	clearly	and	explicitly	communicated	feedback.		
	
The	second	event	took	place	in	the	Spring	semester,	when	T2	took	over	the	class	in	
weeks	6	and	7	 in	the	Spring	semester	on	4.9.2013	and	11.9.2013.	 I	observed	three	
out	of	 the	 four	hours	of	 the	 tutorials.	The	 following	 table	4.6	summarises	 some	of	
the	main	features	of	those	three	hours	for	the	purpose	of	comparing	teaching	styles,	
classroom	 dynamics	 and	 student	 perceptions.	 Students	 spent	 over	 half	 the	 time	
practising	 consecutive	 interpreting	 and	 31%	 of	 the	 time	 practicing	 dialogue	
interpreting,	taking	around	56	interpreting	turns,	some	of	which	were	fairly	lengthy.	
During	 that	 time,	 they	 also	 practised	 the	 necessary	 memory,	 note-taking	 and	
linguistic	 skills.	 During	 those	 three	 hours	 the	 tutor	 spent	 over	 80%	 of	 the	 time	
emphasising	 many	 interpreting	 principles	 explicitly	 and	 succinctly,	 including	
accuracy,	 conveying	 the	 pragmatic	 meaning	 of	 the	 message	 in	 clear	 sentence	
structure	–	subject,	verb,	object	–	and	 looking	 for	meaning	 rather	getting	stuck	on	
words.		
	
The	 tutor	 often	 encouraged	 students	 during	 the	 interpretation	 verbally	 and	 non-
verbally	 by	 nodding	 her	 head	 and	 using	 other	 body	 language.	 Verbally,	 she	
sometimes	used	very	positive	language,	such	as	“impressive”,	“excellent”	and	“that	
was	 really	 good”.	 She	 refrained	 from	 using	 negative	 feedback	 excessively.	 When	
students	 struggled	 and	 got	 stuck,	 she	 often	 repeated	 the	 segment	 or	 explained	
terms	or	context.	She	was	lenient	in	relation	to	assessment	and	gave	many	chances	
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when	a	 couple	of	 students	 struggled.	Despite	 all	 of	 that,	many	 students	perceived	
the	class	as	stressful	and	the	tutor	as	confronting.	Three	students	commented,	“she	
[the	 tutor]	 is	 kind	 of	 putting	 you	 on	 the	 spot”	 and	 one	 student	 commented,	
“correcting	is	one	thing,	messing	the	student	up	is	another.”	A	student	left	the	room	
crying	 even	 after	 the	 tutor	 assured	 her	 many	 times	 to	 try	 her	 best	 and	 that	 she	
would	not	be	assessed.		
	
The	tutor	did	not	dwell	on	the	glossary	for	long,	spending	about	ten	minutes	on	two	
glossary	activities,	and	explicitly	said	that	they	will	not	do	all	the	glossary	set	in	the	
class.	The	tutor	covered	and	explained	some	text-based	terms	and	contexts	quickly	
during	 text-based	 interpreting	 exercises.	 She	 repeatedly	 and	 explicitly	 gave	 the	
specific	feedback:	‘Do	not	focus	on	the	word	level’	and	‘look	beyond	the	word’	and	
‘do	not	get	stuck	on	words’.	She	spent	the	same	portion	of	time	on	explanations	of	
interpreting	 concepts	 and	 skills,	 such	 as	 accuracy	 and	 note-taking,	 but	 always	
revisited	the	topics	with	examples	during	text-based	interpreting	exercises.		
	
Table	4-6:	The	substitute	tutor	(T2)	teaching	activities	
Activity	 Time	 No	of	ex	 Int	turns	 GPF	 SPF	 NSF	
Dialogue	 55	(31%)	 4	 36	 12	 1	 2	
Consecutive	 90(51%)	 3	 20	 8	 1	 3	
Sight	Trans	 10(6%)	 1	 5	 2	 0	 0	
Glossary	 10(6%)	 2	 0	 0	 0	 0	
Explanation	 10(6%)	 1	 0	 0	 0	 0	
total	 175	 11	 61	 22	 2	 5	
	
	
4.2.1.4	Student	results	
I	only	had	access	to	the	autumn	results.	Twelve	students	completed	the	unit	 in	the	
autumn	semester:	three	as	undergraduates	and	nine	as	postgraduates.	Five	students	
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achieved	 a	 pass,	 four	 achieved	 a	 credit	 and	 three	 achieved	 a	 distinction.	 The	
following	two	tables	show	the	percentage	of	students’	marks	for	each	assessment	as	
well	 as	 the	 total	 and	 the	 grade.	 Looking	 at	 the	 tables,	 it	 seems	 that	 the	 students’	
performances	 are	 consistent	 across	 all	 assessments.	 There	 were	 only	 two	
exceptions:	 Postgraduate	 S1	 obtained	 35%	 in	 the	 theory	 assessment	 and	
Postgraduate	S8	obtained	20%	in	the	bibliography	assessment.	Otherwise,	students	
maintained	 a	 reasonable	 consistency	 in	 their	 performance	 in	 their	 interpreting	
assessments:	the	in-class	assessment,	the	viva	and	in	the	theory	and	the	bibliography	
assessments.		
Table	4-7:	Introduction	to	Interpreting:	UG	students'	Results	
ST/ASS	 In	Class	(40%)	 Viva		
(40%)	
Theory	(20%)	 Total		 Grade	
S1	 65%	 63%	 60%	 63%	 P	
S2	 58%	 62%	 48%	 58%	 P	
S3	 75%	 74%	 87%	 77	 D	
	
Table	4-8:	Introduction	to	Interpreting:	PG	students'	results	
Assessment	 In	Class	(35%)	 Viva	(35%)	 Theory	(15%)	 Bibliography	
(15%)	
Total	 Grade	
S1	 55%	 52%	 35%	 83%	 55%	 P	
S2	 66%	 66%	 65%	 77%	 68%	 C	
S3	 54%	 66%	 62%	 63%	 64%	 P	
S4	 68%	 64%	 65%	 68%	 66%	 C	
S5	 85%	 82%	 57%	 83%	 80%	 D	
S6	 60%	 68%	 77%	 86%	 73%	 C	
S7	 70%	 71%	 75%	 66%	 71%	 C	
S8	 57%	 65%	 60%	 20%	 55%	 P	
S9	 83%	 83%	 72%	 69%	 79%	 D	
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4.2.1.5	Student	questionnaires	
Responses	to	the	questionnaire	by	students	in	Introduction	to	Interpreting	were	the	
best,	as	 the	number	of	students	who	completed	the	questionnaire	 in	 this	unit	was	
much	higher	 than	 in	 any	of	 the	other	 units	 in	 the	 study.	Although	 the	majority	 of	
students	doing	this	unit	completed	the	questionnaire,	the	data	gathered	was	rather	
superficial	and	sometimes	even	contradicted	the	classroom	observation	data,	which	
is	 the	 core	 data	 source	 of	 the	 study.	 To	 illustrate	 this	 point,	 the	 majority	 of	 the	
students	agreed	that	the	unit	outline,	expectations	and	assessments	were	clear,	yet	
on	 more	 than	 three	 occasions	 students	 asked	 questions	 about	 some	 assessment	
tasks,	especially	the	annotated	bibliography,	and	after	 lengthy	discussions,	still	had	
not	 reached	 a	 clear	 understanding	 and	 so	 were	 asked	 to	 contact	 the	 unit	
coordinator.	 	 Also,	 students	 continued	 to	 speak	 very	 openly	 about	 their	 lack	 of	
understanding	of	the	task	and	its	relevance	and	usefulness	to	their	study.		
	
Looking	at	the	questionnaire	data,	one	might	confidently	assume	that	the	feedback	
was	 clear	 and	 well	 understood	 by	 students,	 but	 listening	 to	 the	 students’	 views	
either	 in	 the	 interviews	 or	 the	 informal	 chats	 with	 the	 researcher	 during	 both	
semesters,	 it	 is	clear	 that	 this	was	not	 the	case.	Two	students	stated	abruptly	 that	
they	 had	 not	 learnt	 anything,	 which	 implicitly	 meant	 that	 they	 had	 not	 received	
efficient	feedback.	One	student	said	the	tutorials	were	“not	worth	her	three	hours	of	
driving	 to	 and	 from	 university.”	 One	 student	 said	 that	 she	 felt	 very	 “confused”	
because	“the	tutor	was	always	encouraging	and	giving	positive	feedback	in	the	class”	
but	 the	 student	 received	 low	marks	 for	most	of	 the	assessments.	Another	 student	
even	 described	 some	 of	 the	 feedback	 as	 “inappropriate”	 and	 gave	 an	 example	 of	
when	the	tutor	commented	on	a	student’s	interpretation	into	English	and	said,	“very	
good	accent”.		
	
The	questionnaire	data	showed	the	students’	lack	of	understanding	of	the	meaning	
of	 competency	 as	 many	 students’	 answers	 showed	 a	 lack	 of	 appreciation	 of	 the	
challenges	 in	 the	 learning	process.	One	 very	 vivid	 example	 is	 a	 student’s	 response	
that	showed	that	she	did	not	find	any	of	the	linguistic	competencies	or	interpreting	
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skills	 challenging	despite	 the	 fact	 that	 she	was	doing	 this	unit	 for	 the	 second	 time	
because	 she	 had	 failed	 it	 the	 first	 time.	 Another	 student’s	 answers	 identified	 a	
moderate	 level	 of	 challenge	 in	 some	 of	 the	 aspects	 of	 interpreting,	 but	 the	
researcher	learnt	through	conversation	that	first	she	had	failed	another	interpreting	
unit	and	struggled	in	more	advanced	subjects.		Eventually	this	student	dropped	out.	
	
In	 relation	 to	 theory,	 all	 the	 students	agreed	 that	 the	 theory	 taught	was	 sufficient	
and	relevant,	and	that	 interpreting	is	about	practice.	One	student	described	theory	
as	a	‘luxury’	that	cannot	be	afforded	because	of	the	time	limitation.	However,	during	
the	interviews	and	the	chats,	at	least	three	students	identified	a	significant	problem	
in	relation	to	theory:	that	it	is	not	readily	applicable	because	it	was	not	covered	with	
appropriate	 language	specific	examples	 in	 the	tutorials.	Data	collected	through	the	
questionnaires	shed	some	light	on	some	of	the	issues	considered	in	the	study.	One	
of	these	 issues	 is	the	 lack	of	awareness	or	appreciation	of	the	 level	of	competency	
required	 to	 study	 interpreting	 and	 the	 challenges	 students	 need	 to	 overcome	 to	
master	 interpreting	skills.	However,	when	the	questionnaire	data	was	compared	to	
the	 observation	 data,	 considerable	 discrepancies	 were	 apparent.	 These	
discrepancies	will	be	explored	in	more	depth	in	the	analysis	chapter.		
	
4.2.1.6	Tutor’s	questionnaire	and	interview	
The	 tutor	 at	 the	 time	 of	 the	 interview	 and	 questionnaire	 was	 only	 teaching	
Introduction	 to	 Interpreting	 so	 the	 responses	 to	 both	 the	 questionnaire	 and	 the	
interview	were	limited	to	this	unit.	The	tutor’s	responses	revealed	both	enthusiasm	
for	 teaching	 and	empathy	with	her	 students	 as	well	 as	 a	willingness	 and	ability	 to	
reflect	on	her	practice	in	order	to	improve.	However,	her	responses	revealed	many	
contradicting	dichotomies	and	struggles	to	reach	a	balanced	practice.	For	example,	
during	the	interview,	the	tutor	expressed	empathy	with	the	students	as	mature-aged	
students	 with	 work	 and	 family	 commitments	 that	 limit	 the	 time	 they	 are	 able	 to	
dedicate	 to	 their	 study.	 At	 the	 same	 time,	 the	 tutor	 acknowledged	 the	 fact	 that	
learning	 interpreting	 requires	 time	 and	 they	 are	 not	 able	 to	 dedicate	 that	 time	
because	of	their	circumstances.	She	repeatedly	acknowledged	that	this	is	a	challenge	
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for	 both	 students	 and	 tutor.	 She	 was	 trying	 to	 reach	 a	 balance	 between	 pushing	
them	hard	enough	and	being	understanding	of	their	position.	
	
Another	 problem	 is	 her	 expectations	 of	 the	 students.	 Again,	 more	 than	 once	 she	
expressed	 a	 struggle	 between	 being	 encouraging	 and	 even	 kind	 and	 being	 fair	 in	
assessing	them.	This	struggle	was	not	only	evident	 in	her	voice	and	manner	during	
the	 interview	 but	 also	 confirmed	 by	 the	 student	 interview	 data,	 as	 one	 student	
stated	that	she	felt	“confused”	because	the	tutor	“was	very	encouraging	with	a	lot	of	
positive	feedback	in	the	class,	but	gave	her	bad	marks	in	assessments.”			
	
The	tutor’s	comments	also	revealed	a	struggle	in	choosing	the	appropriate	material	
in	relation	to	the	level	of	difficulty	and,	accordingly,	the	extent	to	which	she	should	
push	 the	 students	 in	 a	 way	 to	 make	 the	 classroom	 activities	 challenging	 and	
gratifying	enough	to	actively	engage	the	competent	students	without	alienating	and	
frustrating	 the	 less	 competent	 ones.	 She	 also	 expressed	 concerns	 that	 using	 easy	
materials	would	bore	the	more	competent	students.	
	
The	tutor	expressed	a	preparedness	and	willingness	to	reflect	on	her	teaching	style	
in	 an	 effort	 to	 improve.	 She	 proposed	 some	 strategies	 to	 help	 students	 engage	
effectively	 in	 self-study	 and	 prepare	 for	 the	 classroom	 activities,	 such	 as	 “more	
specific	 homework”.	 She	 also	 suggested	 a	 more	 co-ordinated	 effort	 between	 the	
School,	unit	 co-ordinator	and	 the	 tutor	 to	provide	material	 for	 classroom	activities	
and	more	support	in	general.				
	
4.2.2	Interpreting	Skills	
4.2.2.1	Unit	description	
Interpreting	 Skills	 is	 a	 pool	 unit	 that	 is	 offered	 to	 both	 undergraduate	 and	
postgraduate	 students.	 It	 aims	 at	 developing	 essential	 interpreting	 skills	 necessary	
for	 each	 of	 the	 interpreting	 modes:	 dialogue,	 simultaneous	 and	 consecutive	
	 83	
interpreting	 and	 sight	 translation.	 The	 teaching	 focuses	 on	 developing	 and	
promoting	autonomous	 learning	 techniques	and	 strategies.	 The	 teaching	 consisted	
of	a	weekly	one-hour	lecture	taught	in	English	and	a	two-hour	tutorial	in	LOTE.	The	
unit	was	taught	conjointly	to	both	undergraduate	and	postgraduate	students.	As	the	
unit	aims	at	developing	 interpreting	skills	 for	different	settings	and	modes,	various	
relevant	 theories	 were	 taught	 to	 deal	 with	 different	 settings	 and	 their	mandates,	
either	 in	 relation	 to	 register,	 text	 type	 and/or	 social	 constraints.	 Tutorials	 covered	
various	topics,	including	climate	change,	traffic	and	technology.	Both	undergraduate	
and	 postgraduate	 students	 had	 the	 same	 allocation	 of	 grades	 to	 three	 types	 of	
assessments:	 in	 class	 assessments	 (40%),	 viva	 final	 exam	 (30%)	 and	 a	 portfolio	
assignment	 (30%)	with	 the	portfolio	 assignment	being	different	 for	 undergraduate	
and	postgraduate	students.		
	
4.2.2.2	Classroom	description	
Interpreting	 Skills	was	 observed	 in	 the	 spring	 semester	 for	 almost	 17	 hours	 (1005	
minutes)	over	nine	 tutorials	 starting	 from	week	2.	 There	were	 ten	 students	 at	 the	
beginning	of	the	term	but	only	five	students	sat	the	final	exam.	The	classroom	setup	
contained	sideways-arranged	tables	with	a	computer	for	each	student.		
	
4.2.2.3	Observations	
Table	 4.9	 shows	 that	 72%	 of	 the	 tutorial	 time	 was	 allocated	 to	 text-based	
interpreting	exercises	and	the	other	28%	to	various	activities,	such	as	explaining	unit	
guidelines	and	assessments,	terminology	and	interpreting	skills.	Table	4.10	shows	in	
more	detail	the	time	spent	on	each	interpreting	mode	while	table	4.11	shows	time	
spent	on	various	activities.		
	
Table	4-9:	Interpreting	Skills:	Classroom	time	in	minutes	
Interpreting		 Other		 Breaks	 Total	
720	(72%)	 285	(28%)	 0	 1005	
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Table	4-10:	Interpreting	Skills:	Interpreting	modes	time	
Interpreting	mode	 Consecutive	
interpreting	
Dialogue	
interpreting	
Sight	translation	 Total	
Time	in	minutes	(percentage)	 505	(70%)	 100	(14%)	 115	(16%)	 720	
	
	The	 enumerative	 data	 in	 the	 previous	 tables	 shows	 that	 consecutive	 interpreting	
exercises	took	half	of	the	tutorial	time	and	70%	of	the	text-based	interpreting	time.	
Dialogue	 interpreting	 and	 sight	 translation	 were	 allocated	 around	 10%	 each.	
Interestingly,	 the	 tutor	 spent	6%	of	 the	 tutorial	 time	explaining	 the	unit	guidelines	
and	expectations	and	another	6%	of	the	time	explaining	the	homework	instructions.	
The	following	paragraphs	will	provide	more	in-depth	information	about	the	tutorial	
activities	in	this	class.		
	
Explaining	unit	guidelines	and	assessment	 took	6%	of	 the	 tutorial	 time.	The	 tutor	
went	 through	 the	 unit	 outline,	 assessments	 and	 expectations	 while	 repeatedly	
emphasising	the	necessity	of	practice	and	self-study	to	ensure	progress.	This	type	of	
activity	was	not	 limited	to	 listing	and	explaining	the	guidelines,	but	 it	also	 included	
the	 rationale	behind	 the	 requirements	and	 the	strategies	 to	achieve	 the	necessary	
outcome.	The	tutor	also	referred	to	homework	and	emphasised	its	importance	as	a	
self-study	guide.	
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Table	4-11:	Interpreting	Skills:	Various	Activities	
Activity	 Activity	 Time	
O
th
er
	A
ct
iv
iti
es
	
Exploring	the	web	 0	
Terminology	&	context	 50	(5%)	
Linguistics	 0	
Interpreting	skills	 100	(10%)	
Guidelines,	expectations	&	assessments	 60	(6%)	
Code	of	ethics	 0	
Homework	 60	(6%)	
Assessments	 0	
Discussions	 15	(1%)	
Breaks	 0	
Chats/elapses	 0	
Interpreting	 Consecutive	interpreting	 505	(50%)	
Dialogue	interpreting	 100	(10%)	
Sight	translation	 115	(11%)	
	
Homework	 also	 took	 up	 a	 significant	 amount	 of	 time	 in	 the	 interpreting	 skills	
tutorials,	 as	 60	 minutes	 (6%	 of	 the	 tutorial	 time)	 was	 spent	 in	 either	 giving	
homework	instructions,	following	up	on	homework,	giving	feedback	on	homework	or	
emphasising	the	importance	and	relevance	of	homework	to	self-study,	autonomous	
learning	 and	 progress.	 The	 tutor	 took	 extra	 care	 in	 giving	 explicit	 and	 clear	
instructions	for	homework.	She	used	many	forms	of	media	to	ensure	that	students	
understood	 what	 was	 required	 and	 the	 rationale	 of	 those	 instructions	 and	 the	
relevance	 to	 their	 study	 and	 progress.	 She	 frequently	 explained	 that	 even	 though	
there	 were	 no	 marks	 allocated	 to	 homework,	 it	 was	 very	 important	 for	 their	
progress.	Consequently,	the	tutor	took	time	in	class	to	comment	on	homework	and	
give	feedback,	as	well	as	to	reinforce	timely	submission	and	to	reprimand	students	
for	 not	 submitting	work.	 She	 used	 homework	more	 than	 once	 as	 in-class	 practice	
material,	especially	in	sight	translation	exercises.	The	students	complained	a	couple	
of	 times	 in	 the	 class	 that	 homework	 is	 very	 time	 consuming	 in	 addition	 to	
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assessments.	 In	 response	 the	 tutor	 explained	 that	 they	 use	 relevant	 assessment	
tasks	when	possible	as	homework.	Three	students	admitted	 in	 the	 interviews	that,	
even	 though	 the	 homework	 seemed	 like	 an	 extra	 time-consuming	 task,	 it	 helped	
shape	their	self-study	and	was	very	beneficial.	
	
Interpreting	 skills	 explanation	 activities	 took	 10%	 of	 the	 tutorial	 time.	 The	 tutor	
used	 the	 projector	 to	 explain,	 discuss	 and	 give	 examples	 relating	 to	 various	 skills,	
such	 as	 visualising,	 memory,	 note-taking,	 identifying	 and	 interpreting	 meaningful	
chunks,	 and	 identifying	 and	 interpreting	 links	 to	 ensure	 coherence.	 	 The	 tutor	
explained	 interpreting	 skills	 at	 the	beginning	of	 the	 tutorial	 and	 revised	 the	 skill(s)	
covered	 in	 the	 previous	 tutorial(s)	 using	 English	 examples.	 The	 tutor	 did	 the	
explanations	 in	 English	 and	 used	 projected	 slides	 as	well	 as	 the	white	 board.	 The	
tutor	 explicitly	 referred	 to	 interpreting	 skills	 in	 most	 of	 the	 interpreting	 activities	
especially	in	consecutive	interpreting	exercises.	She	often	emphasised	many	of	those	
skills	 and	 asked	 students	 to	 focus	 on	 one	 or	 more	 skill	 while	 interpreting.	 For	
example,	in	some	exercises	she	asked	the	students	not	to	take	any	notes	and	focus	
on	 memorising	 the	 segments	 using	 different	 methods.	 In	 other	 exercises,	 she	
focused	on	note-taking	and	asked	students	to	take	notes,	sometimes	on	the	board,	
and	then	interpret	the	texts	using	their	notes.	
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Table	 4.12	 is	 an	 enumerative	 illustration	 of	 the	 features	 of	 the	 text-based	
interpreting	activities	in	the	three	interpreting	modes.		
										Table	4-12:	Interpreting	Skills:	Interpreting	exercises	details	
Activity		
variable	
Consecutive	interpreting	 Dialogue	interpreting	 Sight	translation	
	 Int	 Exp	 Int	 Exp	 Int	 Exp	
Time	 505	 35	 100	 0	 115	 0	
No	of	E		 17	 1	 5	 	 6	 	
Int	Turns	 99	 	 55	 	 15	 	
@skill	 11	 	 3	 	 0	 	
GFB	 18	 	 11	 	 13	 	
SPFB	 17	 	 2	 	 1	 	
SNFB	 36	 	 9	 	 16	 	
Discussion	 8	 	 2	 	 2	 	
Process	 14	 	 2	 	 1	 	
	
Consecutive	 interpreting	 was	 given	 half	 of	 the	 total	 tutorial	 time	 and	 70%	 of	 the	
interpreting	 activities	 doing	 17	 text-based	 interpreting	 exercises.	 Eleven	 of	 those	
exercises	 aimed	 at	 developing	 one	 or	 more	 particular	 skills,	 such	 as	 note-taking,	
identifying	 main	 ideas,	 and	 identifying	 and	 interpreting	 connectors	 to	 ensure	
coherence.	 The	 tutor	 used	 consecutive	 interpreting	 exercises	 to	 practice	 the	
interpreting	skills	explained	earlier	 in	the	tutorial,	such	as	 identifying	main	 ideas	or	
identifying	and	interpreting	linking	words	to	ensure	logical	flow	and	coherence	and	
practicing	paraphrasing.	 In	some	consecutive	exercises,	the	tutor	asked	students	to	
work	in	pairs	or	groups	of	three	and	asked	them	to	paraphrase	the	speech	after	she	
read	 it	 as	 a	 pre-interpreting	 stage.	 She	 advised	 students	 many	 times	 that	
paraphrasing	 in	 the	 source	 language	 is	 a	 valuable	 strategy	 to	practise	 in	 their	 self-
study.	Students	also	practised	simultaneous	 interpreting	 (chuchotage)	during	some	
of	the	consecutive	interpreting	activities	for	which	the	tutor	explained	the	skills	and	
topic	 knowledge	 necessary	 for	 simultaneous	 interpreting,	 such	 as	 extra-linguistic	
knowledge	 and	 prediction.	 Note-taking	 was	 also	 practised	 intensively	 during	
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consecutive	interpreting.	In	some	exercises,	the	tutor	asked	one	or	two	students	to	
stand	at	 the	front	of	 the	class	and	take	either	the	role	of	note-taker	or	 interpreter	
while	the	tutor	read	the	speech.	The	tutor	emphasised	the	importance	of	practising	
public	 speaking	 and	 voice	 projection	 skills	 during	 those	 activities.	 The	 tutor	 often	
explained	and	asked	students	to	use	certain	skills	or	methods	during	those	activities,	
such	 as	 using	 short-term	memory	 and	 visualisation.	On	 at	 least	 two	occasions	 she	
asked	students	not	to	take	any	notes	and	rely	on	memory	in	addition	to	other	skills,	
such	as	visualising,	chunking	or	listing	information.			
	
A	 distinctive	 pattern8	 was	 evident	 in	 the	 teaching	 routine	 that	 the	 tutor	 used	 to	
tackle	consecutive	interpreting	exercises.	From	the	observations	it	was	apparent	that	
the	 tutor	 purposefully	 and	 systematically	 used	 a	 certain	 routine	 to	 work	 on	
consecutive	 interpreting	 exercises.	 Usually,	 she	 read	 the	 speech,	 ask	 students	 to	
identify	 the	 main	 ideas	 and/or	 the	 difficulties,	 either	 lexically	 or	 structurally,	 and	
then	the	tutor	asked	the	students	to	start	interpreting.	Sometimes	the	order	of	the	
steps	of	this	routine	varied	slightly,	as	sometimes	students	would	start	to	 interpret	
and,	 when	 they	 struggled	 or	 had	 some	 difficulty,	 the	 tutor	 would	 ask	 them	 to	
identify	 the	 source	 of	 difficulty,	which	 they	 then	worked	 out	 together.	 	 The	 tutor	
used	this	routine	or	process	in	14	out	of	the	17	consecutive	interpreting	exercises.		
	
Almost	 100	 relatively	 long	 interpreting	 turns	 took	 place	 during	 consecutive	
interpreting	 exercises.	 In	 these	 exercises	 students	 often	 took	 turns	 interpreting	
segments	of	speech	of	100	to	150	words.	On	many	occasions	the	tutor	was	specific	
about	 the	 skill	or	 skills	 that	 she	wanted	 them	to	 focus	on	during	 the	exercise.	The	
tutor	 also	 tended	 to	 be	 specific	 in	 her	 positive	 feedback.	 For	 instance,	 on	 17	
occasions	she	identified	positive	performance	and	labelled	them	as	“excellent	use	of	
high	register	flowery	language”	or	“right	collocation”.	The	tutor	also	was	specific	 in	
																																																						
8	This	pattern	is	referred	to	as	the	‘process’	in	the	table	above.	
	 89	
relation	to	negative	feedback	and	remedial	strategies.	For	example,	she	gave	around	
36	specific	pieces	of	feedback	identifying	error	types	in	students’	interpretations.		
	
Overall,	 the	 consecutive	 interpreting	 activities	 were	 rich	 in	 teaching	 and	 learning	
activities.		They	addressed	many	interpreting	issues	and	included	various	discussions	
between	students	and	tutor	around	students’	performance,	remedial	strategies	and	
self-study.	
	
Students’	 self-evaluation	 was	 a	 highlight	 in	 the	 teaching-learning	 process	 in	 the	
Interpreting	 Skills	 classes	 in	 all	 three	 interpreting	 modes,	 though	 it	 was	 most	
apparent	and	significant	in	consecutive	interpreting.	In	eight	of	the	17	exercises,	the	
tutor	discussed	with	students	their	performance	during	this	particular	exercise.	She	
often	 asked	 students	 to	 evaluate	 their	 own	 performance,	 identify	 strengths	 and	
weaknesses	and	suggest	strategies	for	improvement,	such	as	paraphrasing,	attentive	
listening	 to	 focus	 on	 the	main	 ideas	 and	 not	 getting	 stuck	 on	words.	 	 She	 helped	
students	recognise	their	strengths	and	use	them	as	well	as	 identify	the	challenging	
areas.	 The	 tutor	 often	 explained	 that	 self-evaluation	 is	 an	 important	 skill	 that	
students	need	 to	be	able	 to	 improve.	 The	 tutor	 started	 the	discussion	 in	both	 the	
cases	 when	 the	 student	 performed	 well	 or	 struggled.	 She	 usually	 started	 the	
discussion	by	asking,	“why	did	you	struggle?”	or	“what	was	difficult?”	if	the	student	
did	not	do	well,	or	“what	helped	you?”	if	the	student	did	well.	 	 In	many	situations,	
those	questions	started	very	productive	discussions	about	the	challenges	of	the	text	
at	 hand	 and	 remedial	 strategies	 to	 improve	 in	 those	 areas	 and	 overcome	 the	
difficulties.		
	
Those	 discussions	 were	 also,	 in	 some	 situations,	 a	 good	 opportunity	 for	 both	
students	and	 teachers	 to	 identify	and	pinpoint	 strengths	and	areas	of	 competence	
and	gave	the	tutor	the	chance	to	advise	students	on	ways	to	make	the	most	of	that	
competency.	 For	 example,	 the	 tutor	 asked	 one	 student	 “what	 helped	 you?”	 after	
praising	her	interpretation	and	the	register	she	used	in	Arabic.	The	student	answered	
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that	she	was	well	read	in	Arabic	in	various	text	types.	The	tutor	then	advised	her	that	
this	 is	 a	 good	 competency	 and	 can	 be	 strengthened	 by	 reading	 parallel	 texts	 in	
English	 and	 by	 taking	 notes	 in	 Arabic.	 This	 particular	 student	 told	 me	 that	 she	
followed	 this	 advice,	 especially	 for	 medical	 and	 legal	 texts.	 	 Two	 students	
commented	 during	 the	 interview	 that	 not	 only	 those	were	 discussions	 helpful	 for	
self-study,	but	also	were	encouraging	and	motivating.		
	
Sight	translation	activities	were	the	second	most	prevalent	in	relation	to	duration	of	
activities	in	the	tutorials,	with	115	minutes	(11%	of	the	tutorial	time	and	16%	of	text-
based	 interpreting	 time)	 being	 allocated	 to	 practising	 sight	 translation	 activities.	
Students	did	not	have	access	to	material	prior	to	the	tutorials.	They	were	asked	to	
read	and	prepare	terminology	for	a	specific	topic	before	the	class.	 	 In	the	class	the	
tutor	put	the	sight	translation	text	on	the	projector	for	all	students	to	read	and	gave	
them	 a	 few	 minutes	 to	 prepare	 before	 they	 started	 to	 interpret.	 Sometimes	 the	
tutor	 used	 material	 from	 students’	 homework	 for	 sight	 translation	 activities.	 Six	
exercises	 were	 done	 in	 the	 classes	 observed.	 Interestingly,	 the	 tutor	 changed	 the	
routine	 process	 in	 only	 one	 sight	 translation	 exercise	when	 she	 discussed	 difficult	
terminology	and	structure	with	students	before	commencing	the	interpreting.		
	
The	tutor	also	discussed	their	performance	with	students	in	two	of	the	six	exercises	
and	students	evaluated	their	 interpretation	and	tried	to	 identify	weaknesses	 in	the	
same	way	as	done	for	the	consecutive	translating	exercises.	The	tutor	was	generous	
in	general	positive	feedback	and	articulate,	and	strategic	when	commenting	on	the	
specific	 negative	 feedback.	 That	 is,	 she	 specified	 error	 types	 in	 students’	
performance	and	recommended	specific	remedial	strategies.			
	
Dialogue	 interpreting	was	practised	 for	100	minutes	 (10%	of	 the	 tutorial	 time	and	
14%	of	 the	 text-based	 interpreting	 time).	 Students	had	55	 interpreting	 turns	while	
interpreting	five	dialogues.	Students	did	not	have	access	to	the	dialogue	interpreting	
material	prior	to	the	tutorials,	but	all	dialogues	were	relevant	to	the	topic	they	had	
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prepared	as	homework.	In	two	of	the	five	dialogue	exercises,	the	tutor	discussed	the	
terminology	 when	 students	 struggled.	 She	 asked	 students	 to	 reflect	 on	 their	
performance	in	two	exercises	and	urged	self-study	strategies	and	evaluation	as	she	
did	 in	 consecutive	 interpreting.	 In	 three	 exercises,	 she	 asked	 students	 to	 focus	 on	
particular	skills	such	as	visualising	and	using	short-term	memory	rather	than	relying	
on	notes.	Uncharacteristic	of	the	tutor’	style,	feedback	was	mostly	on	the	translation	
and	 not	 much	 general	 positive	 feedback	 was	 given;	 there	 were	 only	 two	 specific	
instances	of	positive	feedback	and	nine	specific	instances	of	negative	feedback.	
	
Material	 for	 the	 interpreting	exercises	was	mostly	prepared	by	the	tutor.	Students	
did	not	have	prior	access	to	the	material	used	in	class	exercises,	so	when	they	used	
any	 type	of	 text	 for	 any	 interpreting	mode,	 this	was	 the	 first	 time	 that	 they	were	
exposed	 to	 that	 text.	However,	 students	were	 familiar	with	 the	 topics	discussed	 in	
the	class	from	doing	the	homework	assigned	by	the	tutor	in	the	previous	tutorial.	In	
this	way	students	became	familiar	with	texts	on	specific	topics	in	Arabic	and	English.	
As	mentioned	earlier,	in	many	interpreting	exercises,	the	tutor	explained	challenging	
terminology	or	relevant	aspects	about	the	topic	at	hand,	either	before	 interpreting	
or	when	students	struggled.	
	
Discussion	time	took	1%	of	the	tutorial	time	(15	minutes).		During	this	discussion	the	
tutor	discussed	with	students	 their	performance	and	progress	 in	general.	Although	
this	 activity	 happened	 only	 once	 for	 a	 relatively	 short	 amount	 of	 time,	 it	 was	
significant	in	relation	to	the	unit	aim	and	outcomes.	This	one-off	activity	lasted	for	15	
minutes	and	took	place	in	the	last	tutorial.	At	the	beginning	of	the	tutorial,	the	tutor	
went	through	some	of	the	expected	outcomes	of	the	unit	and	some	practical	tips	for	
self-study.	The	 tutor	 then	asked	students	 to	evaluate	 their	performance	 in	general	
and	identify	strengths	and	weaknesses.	The	tutor	made	a	list	of	all	students’	names	
on	the	whiteboard	and,	after	discussing	their	progress	with	each	student,	she	wrote	
a	 list	of	 ‘improved’	 and	 ‘requires	 improvement’	 for	each	 student	where	 she	wrote	
the	 competencies	 or	 skills	 that	 they	 either	 improved	 or	 needed	 improvement	 in.	
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Students	reflected	on	their	progress	to	identify	those	issues	and	sometimes	the	tutor	
reworded	 the	 student’s	 version	 and	 gave	 each	 student	 practical	 advice	 as	 how	 to	
improve.	 She	 was	 succinct	 in	 the	 description	 of	 the	 problem	 as	 well	 as	 for	 the	
strategy	or	the	advice	she	gave	them.	One	piece	of	advice	she	gave	was	“You	have	to	
force	yourself	to	 listen	and	practise	shadowing	 in	English”.	Another	piece	of	advice	
was	 in	 relation	 to	 self-study.	 She	 told	 students	 to	 follow	 the	 tutorial	 map	 and	
homework	 in	 their	 self-study	 to	 cover	 all	 topics	 as	 preparation	 for	 the	 final	 exam.	
Although	 it	 was	 a	 one-off	 activity	 and	 the	 time	 spent	 was	 not	 significant	 in	
comparison	 to	 other	 activities,	 it	 provides	 a	 vivid	 example	of	 a	 teaching	 style	 that	
promotes	 autonomous	 learning	 and	 empowering	 students	 by	 giving	 them	 control	
over	 their	 progress.	 Because	 of	 this,	 it	 will	 be	 examined	 in	 detail	 in	 the	 analysis	
chapter.	
	
The	 guideline	 and	 assessment	 activity	 in	 the	 last	 tutorial	 included	 a	 significant	
reference	and	emphasis	on	homework	and	was	followed	by	the	discussion	activity	in	
a	very	meaningful	manner.	This	combination	gives	an	 insight	 into	how	those	 three	
activities	can	work	together	to	form	a	plan	or	a	framework	for	students’	self-study.	
Two	 students	 commented	 that	 the	 last	 tutorial	was	 “very	 informative”,	 and	 “very	
helpful”.	 However,	 one	 student,	 who	 attended	 some	 of	 the	 Interpreting	 Skills	
tutorials	for	extra	practice	but	was	not	enrolled	to	do	the	unit,	expressed	the	view	in	
the	form	of	“too	little,	too	late”.	This	brings	into	question	the	value	of	the	timing	of	
this	activity.		The	student	also	added	“no	one	taught	us	that	way	before”.		
	
As	 shown	 in	 Table	 4.12,	 feedback	was	 a	 regular	 feature	 in	 this	 unit.	 It	 was	 given	
constantly	during	 the	 tutorials	 in	various	 forms.	The	 tutor	gave	 feedback	promptly	
on	 all	 translations.	 The	 tutor	 was	 encouraging	 via	 general	 positive	 feedback	 that	
varied	in	its	value	from	“it	is	very	impressive”	to	“not	bad”.	When	students	struggled,	
the	 tutor	 repeated	 the	 segment	 and	 asked	 students	 to	 identify	 the	 source	 of	 the	
difficulty,	 instead	of	giving	negative	feedback.	She	also	gave	very	specific	feedback,	
such	 as	 “check	 your	 grammar”	 or	 “accurate	 content	 but	 much	 lower	 register”	 or	
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“you	overused	connectors	and	 lost	the	meaning.”	Then	she	would	advise	students,	
for	example,	to	“express	the	idea	in	simple	subject,	verb	object	structure”.	The	tutor	
was	generous	in	giving	general	positive	feedback	and	specific	in	identifying	strengths	
and	 weaknesses	 during	 all	 interpreting	 exercises.	 Yet,	 consecutive	 interpreting	
activities	seemed	to	present	 the	best	opportunity	of	all	 the	 interpreting	modes	 for	
the	tutor	to	give	intensive,	specific	feedback.	Specific	positive	feedback	occurrences	
were	 significantly	 more	 during	 consecutive	 interpreting	 exercises	 (17)	 than	 in	
dialogue	interpreting	and	sight	translation	(two	and	one	respectively).	There	were	36	
occurrences	 where	 the	 tutor	 specified	 a	 specific	 error	 type	 during	 consecutive	
interpreting	 activities,	 such	 as	 “wrong	 collocation”	 or	 “you	 achieved	 accuracy,	 but	
the	 fluency	 suffered”.	 A	 little	 less	 specific	 negative	 feedback	 was	 given	 during	
dialogue	 and	 sight	 translation	 activities	 (9	 and	 16	 respectively).	 Consecutive	
interpreting	 activities	 not	 only	 took	 the	majority	 of	 the	 time	 and	were	 filled	with	
specific	feedback,	but	also	involved	very	dynamic	teaching	and	learning	activities	via	
discussions	among	students	as	well	as	between	students	and	tutor.		
	
The	 tutor	not	only	gave	 feedback	 to	students	but	also	sought	 feedback	 from	them	
during	their	self-evaluation	discussions.	The	tutor	 initiated	many	discussions	during	
interpreting	 exercises	where	 she	 asked	 students	 to	 reflect	 on	 their	 interpretation.	
The	 tutor	 asked	 students	 to	evaluate	 their	performance	and	 identify	 shortcomings	
and/or	 source	 of	 difficulty	 as	 she	 helped	 them	 with	 underpinning	 problems	 and	
suggested	 remedial	 strategies.	 As	 mentioned	 earlier,	 this	 sort	 of	 discussion	 took	
place	 in	 eight	 of	 the	 17	 consecutive	 interpreting	 exercises,	 in	 two	 out	 of	 the	 five	
dialogue	 interpreting	activities	and	 in	two	out	of	the	six	sight	translation	exercises.	
This	 kind	 of	 discussion	 formed	 a	 pattern	 that	 the	 tutor	 followed	 when	 students	
struggled	 and	 sometimes	 even	when	 they	 excelled.	 The	 tutor,	 for	 example,	 asked	
two	students	on	two	occasions	“what	do	you	think	helped	you?”	after	giving	them	a	
general	 positive	 feedback.	 	 These	 discussions	 allowed	 students	 to	 reflect	 on	 their	
interpreting	 in	certain	exercises	and	not	only	enabled	them	to	 identify	problematic	
areas	 or	 skills,	 but	 also	 highlighted	 strengths.	 As	 one	 student	 commented	 on	 her	
interpreting	 a	 speech	 from	English	 to	 Arabic,	 “a	 good	 command	of	 flowery	Arabic	
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helped	me	 to	 interpret	 the	 speech	 fluently	even	 though	 I	 did	not	quite	get	 all	 the	
content.”	The	tutor	identified	these	discussions	and	feedback	from	students	as	a	way	
of	helping	her	to	help	the	students.		
	
On	 more	 than	 one	 occasion,	 the	 tutor	 talked	 about	 the	 competency	 level	 that	
students	should	aim	for	if	they	were	planning	to	sit	for	the	accreditation	exam.	She	
often	 talked	 about	 homework,	 self-study	 and	 progress	 in	 that	 context	 and	
emphasised	that	the	goal	was	not	to	pass	this	unit,	but	to	be	able	to	work	hard	and	
know	 how	 to	 identify	 their	 weaknesses	 and	 ways	 to	 improve	 to	 prepare	 for	 the	
accreditation	exam.	
	
4.2.2.4	Students’	results	
There	were	ten	students	in	the	tutorials	at	the	beginning	of	the	semester.	In	the	last	
tutorial,	 there	 were	 only	 seven	 students.	 Five	 students	 completed	 all	 the	 unit	
assessments	and	passed	the	unit.	Two	of	them	achieved	credit	(a	mark	of	65-74%).	
There	are	some	interesting	variations	in	the	marks	of	the	five	students.	The	following	
table	 shows	 their	 grades	 in	 the	 three	 assessments:	 portfolio	 or	 research	portfolio,	
tutorial	class	performance	and	the	final	viva	exam	as	well	as	the	total	mark.	
	
Table	4-13:	Interpreting	Skills:	Students'	Results	
	 Portfolio/research	portfolio	 Tutorial	performance	 Viva	 Total	
S1	 85%	 70%	 40%	 66%	(C)	
S2	 65%	 50%	 34%	 50%	(P)	
S2	 0	 55%	 0	 22%	
S4	 0	 50%	 0	 20%	
S5	 70%	 50%	 48%	 55%	(P)	
S6	 75%	 70%	 48%	 65%	(C)	
S7	 75%	 65%	 40%	 61%	(P)	
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As	the	above	table	shows,	students	who	passed	did	well	in	both	assignments	and	the	
tutorial	 performance	assessments.	Understandably	 the	portfolio/essay	marks	were	
higher	than	the	in-class	assessment	as	students	had	more	time	to	prepare	it	and	to	
get	 feedback	 to	 improve.	Unexpectedly,	 all	 students’	marks	 in	 the	viva	exam	were	
below	 50%.	 Those	 results	 can	 be	 used	 as	 an	 indication	 of	 the	 students’	 actual	
readiness	for	the	accreditation	exam,	as	the	viva	exam	in	Interpreting	Skills	is	a	small	
replica	 of	 the	 accreditation	 exam,	 in	 which	 students	 are	 expected	 to	 achieve	 a	
minimum	of	70%	to	pass	and	obtain	professional	accreditation.			
	
The	 tutor	 did	 not	 comment	 on	 the	 actual	 results	 of	 students	 in	 the	 interview	 but	
mentioned	two	problems	that	hindered	progress.	The	first	was	the	lack	of	time	in	the	
classes	 for	 the	many	 skills	 they	 have	 to	 work	 on,	 especially	 with	 the	 variation	 of	
students’	 competencies.	 The	 second	problem	was	 the	motivation	 level	 of	 some	of	
the	 students,	 especially	 students	who	were	 doing	 interpreting	 skills	 as	 an	 elective	
subject	 for	 other	 degrees.	 The	 tutor	 explained	 that	 their	 lack	 of	 motivation	 was	
understandable	because	 those	 students	 could	not	 see	 the	 relevance	of	 the	unit	 to	
their	main	course	of	study.		
		
4.2.2.5	Student	questionnaires	
I	had	a	very	poor	response	rate	from	students	in	this	unit	 in	relation	to	completing	
the	questionnaires;	no	one	completed	it	for	this	unit.		I	also	did	not	have	a	very	deep	
rapport	with	 the	 students	who	were	doing	only	 interpreting	 skills,	especially	 those	
students	who	were	doing	 it	as	an	elective.	The	tutorial	 time	may	also	have	been	a	
major	factor,	as	the	students	arrived	just	on	time	for	the	tutorial	and	most	of	them	
had	 another	 lecture	 or	 tutorial	 straight	 after	 it,	 so	 they	were	 always	 in	 a	 hurry	 to	
leave.	Moreover,	there	were	no	breaks	in	these	two-hour	tutorials	so	there	was	little	
to	no	time	for	completing	the	questionnaire.		
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4.2.2.6	Tutor	questionnaire		
The	tutor	answered	the	questionnaire	questions	orally	 in	the	form	of	an	 interview.	
The	tutor	emphasised	that	she	made	every	possible	effort	to	make	sure	that	the	unit	
guidelines,	 assessment	 and	 expectations	 were	 clear.	 She	 also	 stressed	 that	 she	
employed	many	strategies	to	make	the	instructions	in	the	class	clear,	including	using	
more	than	one	medium,	via	asking	students	to	employ	the	instructions	in	more	than	
one	activity	and	sometimes	even	by	asking	students	to	repeat	the	instructions.	The	
tutor	also	mentioned	that	the	interpreting	skills	unit	is	a	very	demanding	unit	with	so	
many	interpreting	skills	that	needed	to	be	explained	and	practised	in	short	two-hour	
tutorials	 while	 allowing	 language	 teaching	 and	 enhancing	 activities	 considering	
students’	 linguistic	 competency.	 It	 was	 sometimes	 necessary	 to	 tackle	 linguistic	
issues.	The	tutor	emphasised	that	clarity	of	homework	instructions	is	very	important	
to	give	students	self-study	guidelines	and	directions,	as	students	need	to	work	hard	
outside	the	classroom	if	they	want	to	prepare	to	sit	the	accreditation	exam.		Finally,	
she	 emphasised	 the	 importance	 of	 clarity	 in	 the	 feedback	 given	 to	 students.	 She	
explained	 that	 she	 tried	 to	 be	 encouraging	 and	 motivating,	 but	 hinted	 that	
motivating	some	of	the	students	was	not	a	very	easy	task,	especially	when	students	
did	not	see	the	relevance	of	the	interpreting	unit	to	their	main	course	of	study.	
	
4.2.3	Legal	Interpreting	
4.2.3.1	Unit	description	
Legal	 Interpreting	 was	 described	 as	 a	 ‘pool	 unit’	 in	 both	 undergraduate	 and	
postgraduate	degrees.	The	teaching	consisted	of	a	one-hour	lecture	taught	in	English	
and	 three-hour	 language-specific	 tutorials.	 The	 main	 aim	 of	 the	 unit	 is	 to	 equip	
students	 with	 the	 necessary	 theoretical	 background	 and	 the	 skills	 required	 to	
interpret	 professionally	 in	 courts	 and	 other	 legal	 settings.	 The	 lectures	 were	
dedicated	to	familiarising	students	with	the	different	settings	of	the	Australian	legal	
system	while	the	tutorials	were	dedicated	to	building	up	students’	legal	terminology	
and	 skills	 required	 to	 interpret	 in	 those	 settings.	 Legal	 Interpreting	 was	 offered	
conjointly	 to	 both	 undergraduate	 and	 postgraduate	 students	 with	 very	 similar	
assessment	 tasks.	 The	 following	 table	 shows	 the	 assessment	 tasks	 for	 both	
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undergraduate	 and	 postgraduate	 students	 and	 the	 percentage	 allocated	 for	 each	
assessment.	
	
Table	4-14:	Legal	Interpreting:	Assessments	
Assessment	 UG	 PG	
In-class	assessment	 20%	 10%	
Self-evaluation	 20%	 20%	
Terminology	 10%	 10%	
Theory	 10%	 10%	
Reflection	 0%	 10%	
Viva	 40%	 40%	
	
The	 in-class	 assessment	 involved	 assessing	 students’	 performance	 in	 different	
interpreting	 modes.	 The	 self-evaluation	 assessment	 consisted	 of	 a	 mock	 dialogue	
recorded	with	 the	 student	 playing	 the	 interpreter	 role	 and	 a	 presentation	 of	 self-
evaluation	where	each	student	 identifies	 the	 flows	 in	his	performance	and	remedy	
strategies.	 The	 terminology	 assessment	 consisted	 of	 two	 vocabulary	 tests,	 theory	
was	an	online	exam,	and	reflection	consisted	of	an	individual	essay	assessment.	The	
viva	exam	consists	of	one	dialogue	(30%),	two	sight-translations	to	and	from	English	
(20%),	and	two	consecutive	interpreting	tasks,	to	and	from	English	(30%).		
	
4.2.3.2	Classroom	description	
The	Legal	Interpreting	unit	was	observed	for	almost	18	hours	(1065	minutes)	over	six	
tutorials	starting	in	week	5.	Tutorials	were	three	hours	each	with	a	15-	to	20-minute	
break.	 There	 were	 nine	 students	 in	 the	 tutorials	 at	 the	 beginning	 but	 only	 seven	
students	finished	the	unit.	The	classroom	contained	sideway-arranged	tables	with	a	
computer	for	each	student.	Students	maintained	the	same	seating	arrangements	for	
most	of	the	tutorials.	Two	students	in	the	class	were	doing	the	accreditation	unit	in	
the	same	semester.	
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4.2.3.3	Observations	
The	tutorials	were	well	structured	and	the	time	was	well-managed.		The	tutor	moved	
from	one	activity	to	the	next	after	giving	succinct	feedback,	mostly	about	translation	
and	different	legal	settings	and	jargons.	She	was	encouraging	and,	because	students	
were	alert	and	focused,	they	seemed	to	be	motivated	and	enjoying	learning	at	their	
own	pace.	She	always	advised	students	on	the	importance	of	practising	interpreting	
outside	 the	class.	The	tutor	allowed	discussions	 in	 the	class	but	always	maintained	
control	 and	did	not	 allow	 students	 to	dwell	 on	 irrelevant	discussions	or	 indulge	 in	
irrelevant	 conversations.	 The	 classroom	 atmosphere	was	 light	 and	 both	 tutor	 and	
students	enjoyed	a	joke	every	now	and	again.		
	
The	tutor	gave	students	instructions	for	the	class	preparation	in	relation	to	material.	
Students	had	access	to	the	material	used	for	classroom	activities	through	vUWS	(the	
University	e-learning	platform)	and	the	tutor	specified	the	texts	to	prepare	for	each	
interpreting	 mode	 as	 well	 as	 the	 terminology	 activities.	 Occasionally	 the	 tutor	
handed	 out	 hardcopy	 texts	 for	 students	 to	 either	 practise	 or	 prepare	 for	 the	
following	 tutorials.	 The	 tutor	 always	 answered	 students’	 questions	 about	
assessments	and	prompted	them	to	practise	in	their	own	self-study.	However,	there	
were	 no	 explicit	 detailed	 instructions	 on	 how	 to	 practise	 in	 self-study.	 That	 being	
said,	 the	 tutor	 spent	 adequate	 time	 listening	 to	 students	 critiquing	 their	 own	
performance	 and	 advising	 them	 of	 remedy	 strategies,	 especially	 during	 the	
presentation	of	the	self-evaluation	assessment.		
	
A	reference	should	be	made	here	about	the	tutor	and	the	classroom	environment:	
three	 of	 the	 interviewed	 students	 commented	 that	 the	 classroom	 dynamics	 and	
atmosphere	were	 so	different	 to	 the	accreditation	 tutorials,	which	were	 taught	by	
the	 same	 tutor.	 	 One	 of	 the	 interviewed	 students	 started	 attending	 Legal	
Interpreting	tutorials	as	per	the	tutor’s	advice	because	she	was	doing	Accreditation	
Studies	 and	 had	 not	 studied	 Legal	 Interpreting	 during	 her	 Master’s	 Degree.	 She	
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expressed	 her	 views	 of	 the	 tutor’s	 different	 approach	 to	 teaching	 in	 Legal	
Interpreting—in	comparison	to	Accreditation	Studies—by	saying	“She	(the	tutor)	was	
a	 completely	 different	 person.”	 This	 issue	will	 be	 discussed	 further	 in	 the	 analysis	
and	discussion	chapters.		
	
As	 mentioned	 earlier,	 for	 the	 purpose	 of	 the	 study	 classroom	 activities	 were	
categorised	 into	 two	 main	 groups:	 text-based	 activities	 and	 other	 activities.	 Both	
groups	were	 further	 divided	 into	 different	 activities.	 Table	 4.15	 below	 shows	 that	
slightly	 more	 than	 half	 of	 the	 classroom	 time	 was	 allocated	 to	 text-based	
interpreting	activities.	All	‘other’	activities	and	the	breaks	took	44%	of	the	classroom	
time.	
	
Table	4-15:	Legal	Interpreting:	Classroom	time	
Interpreting		 Other		 Breaks	 Total	
595(56%)	 410(38%)	 60(6%)	 1065	
	
The	previous	table	displays	the	time	allocated	to	different	types	of	activities.	Other	
than	text-based	interpreting	activities	(410	minutes),	38%	of	the	observed	time	was	
designated	 to	 a	 variety	 of	 activities	 such	 as	 explaining	 legal	 terminology	 and	
exploring	 different	 contexts	 in	 which	 those	 terminologies	 are	 used	 as	 well	 as	
explaining	some	interpreting	skills.	The	tutor	used	every	opportunity	to	explain	and	
emphasise	the	unit	guidelines	and	the	expectations	and	the	importance	of	self-study	
and	practice	outside	of	the	tutorial	time.	
	
The	previous	 table	shows	the	time	allocated	to	 interpreting	activities	 in	 relation	to	
the	 total	observed	 time,	 and	 the	 following	Table	4.17	 shows	 the	 time	allocated	 to	
each	 interpreting	 mode	 in	 relation	 to	 the	 total	 time	 allocated	 to	 interpreting	
activities.	Dialogue	 interpreting	was	practised	for	the	 longest	time	out	of	the	three	
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modes	 of	 interpreting	 (44%),	 followed	 by	 sight	 translation	 (37%)	 and	 then	 the	
consecutive	interpreting	(19%).	
	
Table	4-16:	Legal	Interpreting:	Various	Activities	
Activity	 Activity		 Time	
O
th
er
	A
ct
iv
iti
es
	
Exploring	the	web	 15	(1%)	
Terminology	&	context	 215	(20%)	
Linguistics	 	
Interpreting	skills	 10	(1%)	
Guidelines,	expectations	&	assessments	 35	(3%)	
Code	of	ethics	 	
Homework	 5	(0.04%)	
Assessments	 130	(12%)	
Discussions	 0	
Process	 0	
Breaks	 65	(6%)	
Chats/elapses	 	
Interpreting	 Consecutive	interpreting	 115	(11%)	
Dialogue	interpreting	 260	(25%)	
Sight	translation	 220	(21%)	
	
Table	4-17:	Legal	Interpreting:	Interpreting	modes	time	
Activity	 Consecutive	
interpreting	
Dialogue	interpreting	 Sight	translation	 Total	
Time	 115	(19%)	 260	(44%)	 220	(37%)	 595	
	
Table	4.18	shows	in	detail	the	characteristics	of	activities	that	took	place	during	the	
three	modes	of	interpreting	exercises,	such	as	number	of	turns,	number	of	exercises	
that	included	explanation	to	one	or	more	interpreting	skills,	as	well	as	the	amount	of	
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specific	feedback	given	(which	was	either	positive	as	reference	to	areas	of	strength	
or	negative	as	reference	to	error	type	or	areas	that	need	improvement).		
	
Table	4-18:	Legal	Interpreting:	Interpreting	exercises	details	
Activity		
variable	
Consecutive	interpreting	 Dialogue	interpreting	 Sight	translation	
	 Int	 Exp	 Int	 Exp	 Int	 Exp	
Time(min)	 115	 25	 260	 30	 220	 5	
No	of	E		 7	 1	 11	 2	 12	 1	
Int	turns	 12	 	 85	 	 23	 	
@skill	 3	 	 6	 	 1	 	
GFB	 3	 	 4	 	 8	 	
SPFB	 7	 	 2	 	 2	 	
SNFB	 6	 	 7	 	 2	 	
Discussion	 0	 	 0	 	 0	 	
Process	 0	 	 0	 	 0	 	
	
Dialogue	interpreting	was	practised	for	about	25%	of	the	tutorial	time.		Table	4.18	
shows	 that	 dialogue	 interpreting	 activities	 had	 the	 largest	 number	 of	 student	
interpreting	 turns.	 This	 could	 be	 because	 of	 the	 time	 spent	 doing	 dialogue	
interpreting	but	also	because	of	the	nature	of	the	segment	lengths	of	the	dialogues.	
The	tutor’s	specific	feedback	to	students	was	more	than	her	specific	feedback	during	
the	other	two	modes.	Nevertheless,	the	feedback	given	to	students	during	dialogue	
interpreting	 exercises	 did	 not	 compare	with	 the	 time	 proportion	 if	we	 compare	 it	
with	 the	 time	spent	 in	consecutive	 interpreting	or	sight	 translation.	This	can	be	an	
indication	that	most	of	the	feedback	was	on	translation	during	dialogue	interpreting	
exercises.	Many	contributing	factors	appeared	from	the	data:	one	factor	is	that	the	
tutor	 often	 used	 group	 work	 during	 dialogue	 interpreting	 where	 students	 were	
working	 in	 groups	 of	 two	 or	 sometimes	 three;	 another	 factor	 seems	 to	 be	 that	
sometimes	the	tutor	and	the	students	moved	between	segments	and	conversation	
turns	 after	 general	 feedback,	 which	 was	 either	 positive,	 such	 as	 “very	 good”,	 or	
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neutral,	such	as	“it	is	ok”,	when	a	student	struggled	and	another	student	took	their	
turn	 interpreting.	That	being	said,	 the	tutor	gave	specific	 feedback	about	using	the	
right	collocation,	avoiding	 repetition	and	backtracking,	and	paying	attention	 to	 the	
pragmatic	meaning	of	the	discourse	markers.		
	
The	tutor	used	dialogue	interpreting	exercises	to	explain	many	linguistic	aspects	and	
interpreting	 skills	 such	 as	 accuracy,	 discourse	 markers	 as	 well	 as	 court	 questions	
tactics.	 The	 tutor	 also	 used	 dialogue	 interpreting	 activities	 to	 explain	 and	 practise	
other	interpreting	modes	such	as	simultaneous	interpreting	and	transcription.	Some	
of	 the	 dialogue	 interpreting	 activities	 were	 also	 often	 used	 for	 peer	 feedback.	
Students	worked	in	groups	and	commented	on	each	other’s	performance	while	the	
tutor	observed	 closely	 and	gave	her	 feedback	 as	 she	physically	moved	around	 the	
class	to	join	each	group	in	turn.	The	tutor	maintained	control	of	the	classroom	and	
directed	 students	 to	 ensure	 focus	 and	 efficient	 time	 management.	 Group	 work	
during	 dialogue	 interpreting	 activities	 seemed	 to	 encourage	 the	 least	 participating	
students	to	have	a	go	and	listen	to	their	peers’	feedback.	
	
Sight	translation	consumed	the	second	biggest	time	slot	of	the	classroom	(21%)	as	
shown	in	the	previous	Table	4.16.	Table	4.18	shows	that	the	second	largest	amount	
of	student	participation	was	during	sight	 translation	activities.	The	tutor	used	sight	
translation	 activities	 to	 explain	 linguistic	 and	 interpreting	 skills	 as	 well	 as	 legal	
context	and	 terminology.	Most	of	 the	 sight	 translation	 texts	were	available	on	 the	
university	e-learning	platform	(vUWS)	and	students	were	asked	to	prepare	them	as	
homework.	Some	hardcopy	sight	translation	texts	were	handed	out	in	the	class	and	
students	were	 given	 instructions	 and	 time	 to	 prepare	 before	 starting	 interpreting,	
similar	 to	 the	 viva	 exam	 conditions.	 On	 at	 least	 three	 occasions,	 sight	 translation	
activities	were	used	to	explain	expectations	and	assessment	criteria.			
	
Terminology	and	context	was	allocated	the	third	 largest	time	slot	 in	the	classroom	
(20%).		Students	were	asked	to	prepare	terminology	before	the	class	and	were	given	
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the	opportunity	to	take	turns	in	the	class.	By	talking	to	students	during	the	tutorial	
breaks,	 I	 gathered	 that	 students	mostly	 used	 a	 recommended	 legal	 dictionary	 and	
the	 Internet	 to	 prepare	 the	 equivalents.	 The	 tutor	 explained	 different	 possible	
contexts	 and	 proper	 usage	 of	 the	 terminology.	 Terminology	 activities	 provoked	
discussions	in	the	class,	but	the	tutor	always	ensured	that	students	stayed	on	track.	
Explaining	legal	terminology	and	contexts	was	done	during	other	activities	as	well,	as	
the	tutor	explored	different	lexical	options	in	relation	to	context.		
	
Assessments	 came	after	 terminology	 in	 relation	 to	 the	 time	used	per	activity	 type.	
Assessments	 include	 the	 vocabulary	 tests	 and	 the	 self-evaluation	 presentations9.	
There	were	two	vocabulary	tests	of	15	minutes	each	where	students	were	tested	on	
the	vocabulary	covered	up	until	the	test	time.	The	self-evaluation	presentation	was	
part	of	an	assessment	where	students	taped	a	mock	dialogue	in	which	the	student	
played	 the	 interpreter’s	 role.	 Each	 student	 had	 to	 critique	 her	 performance	 and	
specify	 the	error	 types	and	 remedy	 strategies	during	 the	presentation.	 The	 rest	of	
the	 class	was	 given	 the	opportunity	 to	 ask	 the	presenter	 any	questions.	 	 The	 self-
evaluation	 presentations	 were	 a	 great	 opportunity	 for	 students	 to	 discuss	 their	
performance	strengths	and	weaknesses.	The	tutor	definitely	appreciated	their	work	
and	 used	 this	 opportunity	 well	 to	 listen,	 encourage	 and	 advise	 students	 about	
remedy	strategies.	Even	though	the	tutor	did	not	explicitly	mention	this	method	as	
feedback	from	students,	she	definitely	made	good	use	of	it.	The	classroom	became	
very	 dynamic	 during	 these	 discussions.	 Students	 asked	 and	 commented	 on	 each	
other’s	 performance	 and	 self-evaluation	 and	 the	 tutor	 pinpointed	 flaws	 and	
explained	different	remedy	strategies.	The	presentations	and	discussion	time	often	
was	longer	than	anticipated	and	allocated	by	the	tutor,	but	students	remained	focus	
and	the	tutor	interjected	firmly	to	stop	unnecessarily	prolonged	discussions.	
	
																																																						
9The	in-class	assessment	of	the	different	interpreting	modes	is	not	included	under	assessment.			
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Consecutive	interpreting	activities	took	a	little	less	than	two	hours	of	the	observed	
classroom	 time.	 The	 interpreting	 turns	 number	 was	 less	 than	 for	 dialogue	
interpreting	 and	 sight	 translation,	 but	 understandably	 so	 as	 the	 segments	 were	
longer.	 The	 tutor	 explained	 text	 analysis,	 text	 coherence	 and	 cohesion	 using	 the	
speech	texts.		Even	though	the	time	allocated	to	consecutive	interpreting	was	much	
less	 than	 the	 time	 allocated	 to	 dialogue	 interpreting	 and	 sight	 translation,	 and	
consequently,	 interpreting	 turns	were	much	 less	 too,	 the	 tutor	 gave	more	 specific	
feedback	 during	 consecutive	 interpreting	 activities.	 She	 corrected	 translations	 less	
during	 consecutive	 interpreting	 activities	 and	 focused	 more	 on	 strategies	 and	
process.	 She	 often	 advised	 students	 “not	 to	 get	 stuck	 on	 words”	 and	 suggested	
remedy	strategies	to	deal	with	that	 issue	and	enhance	fluency.	The	tutor	also	used	
consecutive	 interpreting	 activities	 to	 explain	 different	 levels	 of	 accuracy.	 She	
explained	 and	 helped	 students	 practise	 efficient	 note-taking	 during	 consecutive	
interpreting	exercises.	
	
Insignificant	 time	 was	 designated	 to	 some	 of	 the	 ‘other’	 activities.	 Linguistic	 and	
interpreting	 skills,	 for	 example,	 did	 not	 have	 any	 time	 or	 activities	 that	 were	
dedicated	exclusively	or	specifically	to	them.	However,	they	were	included	in	other	
activities	 as	 required.	Homework	 and	 preparation	 for	 class	was	 kept	 fairly	 simple	
and	 did	 not	 require	 much	 explanation.	Material	 was	 available	 on	 vUWS	 and	 the	
tutor	 identified	 certain	 texts	 for	 students	 to	 prepare	 for	 the	 next	 tutorial.	 For	 the	
most	part,	 students	prepared	for	 the	class,	even	though	many	thought	 that	having	
the	text	beforehand	was	 inconsistent	with	a	very	 important	 feature	of	 interpreting	
(spontaneity).	 Little	 over	 half	 an	 hour	 was	 spent	 on	 explaining	 guidelines	 and	
expectations	 as	 the	 tutor	 often	 briefly	 explained	 assessment	 tasks	 and	 advised	
students	to	practise	in	their	self-study.	No	time	was	spent	in	the	class	exploring	the	
web,	but	students	had	access	to	several	 legal	sites,	which	many	students	described	
as	“helpful	material”.	
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The	Legal	Interpreting	tutorial	time	was	well	used,	mainly	to	learn	legal	terminology	
and	their	context	and	practise	interpreting	modes,	mostly	dialogue	interpreting	and	
sight	 translation	 as	 well	 as	 consecutive	 interpreting.	 Students	 learnt	 through	
practical	activities	and	were	taught	to	deal	with	problems	or	challenges	as	they	arose	
through	the	exercises.	Students	seemed	to	enjoy	the	learning	process	but	kept	alert	
and	on	track	during	the	class	time.	Most	of	the	students	seemed	to	be	prepared	for	
the	 class	 when	 it	 came	 to	 using	 terminology	 and	 different	 texts	 for	 practising.	 At	
least	two	students	disagreed	about	preparing	for	interpreting	exercises	by	having	the	
script	text	in	advance	but	evidently	prepared	anyway.		
	
The	 tutor	 was	 enthusiastic	 and	 cheerful	 and	 enjoyed	 sharing	 some	 of	 her	 funny	
experiences	as	a	legal	interpreter.	Two	students	called	the	tutor	a	“legal	interpreter	
veteran”	 when	 referring	 to	 how	 much	 they	 learnt	 over	 this	 course.	 One	 student	
compared	 the	 tutor’s	 completely	different	disposition	at	different	 times	by	 saying,	
“In	 Legal	 Interpreting	 tutorial...you	 can	 almost	 swear	 she	 is	 a	 completely	 different	
person…than	in	Accreditation	Studies”	(my	translation).	The	tutor	was	not	very	strict	
about	preparing	for	class	as	some	students	admitted	that	they	did	not	prepare	when	
she	asked.	 She	also	 seemed	 flexible,	 for	example,	by	postponing	a	 vocabulary	 test	
when	some	students	appeared	confused	about	the	date,	but	she	maintained	control	
over	the	class.	Her	time	management	was	great	as	no	time	was	wasted.	She	kept	a	
close	eye	on	discussions	either	within	 the	 class	or	within	groups	during	group	and	
pair	 activities.	 Students	were	 focused	and	 the	 tutor	was	encouraging,	which	made	
the	classroom	seem	like	an	optimal	environment	to	learn	in.		
	
4.2.3.4	Student	results	
Seven	 students	 completed	 the	unit	 and	 all	 of	 them	passed	 the	unit.	 Four	 of	 them	
achieved	a	pass	(50-64%),	one	obtained	a	credit	(65-74%)	and	two	students	received	
a	distinction	(75-84%).	Two	of	the	four	students	who	received	a	pass	failed	the	viva	
exam,	attaining	less	than	50%.	Looking	at	the	following	table,	one	can	safely	assert	
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that	 the	majority	 of	 students	 relied	 on	 the	 ongoing	 assessments	 to	 pass	 the	 unit.	
Students’	marks	varied	in	the	ongoing	assessment.		
	
Table	4-19:	Legal	Interpreting:	UG	students'	results	
Student	 In	class	
20%	
Self-evaluation	
20%	
Terminology	
10%	
Theory	
10%	
Viva	
40%	
Total	
S1	 58%	 48%	 84%	 82%	 41%	 54%	
S2	 76%	 83%	 75%	 74%	 72%	 75%	
S3	 77%	 75%	 92%	 88%	 53%	 70%	
	
Table	4-20:	Legal	Interpreting:	PG	students'	results	
Student	 In	class	
10%	
Self-evaluation	
20%	
Reflection	
10%	
Terminology	
10%	
Theory	
10%	
Viva	
40%	
Total	
S1	 55%	 25%	 50%	 66%	 70%	 51%	 50%	
S2	 88%	 85%	 80%	 88%	 84%	 75%	 81%	
S3	 70%	 75%	 80%	 50%	 72%	 50%	 62%	
S4	 75%	 72%	 75%	 87%	 66%	 46%	 56%	
	
The	 tutor	 shared	with	me	 the	 students’	detailed	marks	 in	 the	 final	 viva	exam.	The	
following	table	illustrates	students’	performance	in	the	three	interpreting	modes.	
	
Table	4-21:	Legal	Interpreting:	students’	results	in	the	three	interpreting	modes	in	the	viva	exam	
Student/mode	 Dialogue	interpreting	 Sight	translation	 Consecutive	interpreting	
S1	 40%	 50%	 32%	
S2	 81%	 68%	 46%	
S3	 70%	 65%	 26%	
S4	 56%	 40%	 53%	
S5	 82%	 62%	 77%	
S6	 62%	 40%	 43%	
S7	 52%	 50%	 37%	
	 107	
	
The	 great	majority	 of	 students	 achieved	better	marks	 in	 dialogue	 interpreting	 and	
sight	 translation	 than	 in	 consecutive	 interpreting.	 Students	 commented	during	 the	
tutorial	 breaks	 that	 they	 were	 concerned	 about	 the	 legal	 jargon	 in	 the	 sight	
translation	more	than	in	the	consecutive	and	the	dialogue	interpreting.	One	student	
analysed	 the	 difficulty	 in	 the	 sight	 translation	 by	 explaining	 that	 the	 language	
structure	is	complex,	so	we	do	not	only	have	to	deal	with	the	legal	terminology	but	
also	with	 how	 to	 use	 it	 in	 a	 complex	 structure.	 This	 difficulty	was	 reflected	 in	 the	
final	exam	marks	to	a	considerable	extent	as	six	students	achieved	less	marks	in	the	
sight	translation	than	dialogue	interpreting.		
	
4.2.3.5	Student	questionnaires	
Six	out	of	the	seven	students	completed	the	questionnaire.	All	students	chose	either	
‘agree’	 or	 ‘strongly	 agree’	 to	 the	 questions	 relating	 to	 clarity	 of	 guidelines,	
expectations	 and	 homework.	 One	 student	 commented	 that	 more	 material	 to	
practise	in	self-study	would	have	been	very	helpful.	All	students	agreed	that	theory	
was	relevant	and	applicable.	Five	students	agreed	that	the	feedback	was	specific	and	
helpful	and	one	of	them	commented	that	they	needed	more	feedback.	All	students	
agreed	that	the	material	was	easy	to	access	and	one	commented	that	the	web	sites	
about	 different	 tribunals	 were	 very	 helpful.	 Four	 viewed	 the	 linguistic	 skills	 as	
challenging	and	two	students	specified	the	need	to	focus	on	legal	terminology.	Only	
three	students	found	interpreting	skills	challenging	and	one	specified	note-taking	as	
most	 challenging.	Only	one	student	 found	 that	 the	 lack	of	 time	 in	 the	 tutorial	was	
challenging.	Three	students	agreed	that	 they	were	encouraged	to	give	 feedback	 to	
the	 tutor.	 One	 of	 them	 noted	 down	 under	 this	 question,	 “Very	 competent,	
experienced	lecturer/tutor.	It	was	very	helpful	in	the	process	of	learning.”		
	
4.2.3.6	Tutor	questionnaire		
The	 tutor	 explained	 that	 she	 explains	 and	 discusses	 the	 unit	 guidelines	 and	
expectations	as	well	as	preparation	for	class	and	homework	at	the	beginning	of	the	
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semester	as	well	as	before	assignment	due	dates	and	the	final	exam.	The	tutor	made	
it	 very	 clear	 in	 the	 questionnaire	 that	 the	 interpreting	 class,	 and	 especially	 Legal	
Interpreting	 tutorials,	 are	 not	 language	 classes	 to	 improve	 linguistic	 proficiency.	
However,	 she	 added	 that	 “students	 are	 advised	 about	 their	 shortcomings	 …	 and	
ways	 to	 improve	 in	 the	 form	of	 comments	on	 their	performance”.	 She	also	 stated	
that	sometimes	she	“departs	from	the	plan”	to	address	a	special	need	if	the	majority	
of	 the	 cohort	 have	 a	 particular	 need.	 She	 confirmed	 in	many	 of	 her	 answers	 that	
students	 receive	 feedback	 on	 their	 performance	 constantly	 and	 with	 each	
assessment	verbally	and	sometimes	 in	written	 form.	That	also	applied	 to	 feedback	
given	to	students	about	their	classroom	preparation.	She	was	of	the	view	that	theory	
and	research	are	“referred	to	as	necessary	as	the	tutorial	is	for	practising	and	not	a	
place	to	dwell	on	the	theory”.			
	
4.2.4	Medical	Interpreting	
4.2.4.1	Unit	description	
Medical	 Interpreting	 is	described	as	a	 compulsory	unit	 for	undergraduate	 students	
and	 as	 a	 pool	 unit	 at	 the	 postgraduate	 level.	 Medical	 Interpreting	 is	 offered	
conjointly	 to	 both	 undergraduate	 and	 postgraduate	 students.	 	 The	 unit	 aims	 at	
equipping	 students	 with	 both	 knowledge	 and	 skills	 that	 enable	 them	 to	 interpret	
professionally	in	any	interpreting	mode	in	the	health	services	domain.	The	teaching	
consisted	of	a	weekly	one-hour	lecture	taught	in	English	and	a	three-hour	language	
specific	tutorial.	Lectures	were	dedicated	to	teaching	medical	terminology	linguistics	
as	well	as	the	Australian	health	system	settings	and	their	mandates.	Tutorials	were	
used	to	practice	interpreting	skills	required	for	different	interpreting	modes	as	well	
as	 learning	 and	 using	 medical	 terminology	 both	 in	 English	 and	 LOTE.	 Both	
undergraduate	and	postgraduate	students	had	the	same	assessment	tasks	except	for	
one:	undergraduate	students	had	20%	of	the	final	mark	allocated	to	a	glossary	they	
had	to	prepare	while	postgraduate	students	had	to	write	an	essay	worth	20%	of	the	
final	mark.		
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4.2.4.2	Classroom	description	
Tutorials	 were	 three	 hours	 each	 with	 a	 15	 to	 20-minute	 break.	 There	 were	 eight	
students	 in	 the	 tutorial	 group	 but	 only	 five	 students	 finished	 the	 unit.	 The	 class	
contained	 sideway-arranged	 tables	 with	 a	 computer	 for	 each	 student.	 Students	
maintained	 the	 same	 seating	 arrangement	 throughout	 the	 semester.	 The	 small	
number	 in	 the	class	ensured	the	complete	attention	of	 the	tutor	 to	all	 students	all	
the	time,	which	in	turn	ensured	students’	focus.	The	tutor	had	the	front	spot	in	front	
of	 the	whiteboard	most	of	 the	 time	and	also	used	 the	projector	 sometimes.	Often	
she	asked	students	to	stand	in	front	of	the	class	to	interpret	speeches	or	take	notes	
on	the	board.	
	
4.2.4.3	Observations		
Medical	 Interpreting	 was	 observed	 in	 the	 Spring	 semester	 for	 32.5	 hours	 (1950	
minutes)	over	ten	tutorials	starting	 in	the	first	week.	Table	4.22	shows	that	almost	
70%	of	classroom	time	was	dedicated	to	practising	the	three	modes	of	interpreting	
while	only	21%	was	given	to	various	other	activities.	
	
Table	4-22:	Medical	Interpreting:	Classroom	time	
Interpreting		 Other		 Breaks	 Total	
1345	(69%)	 415	(21%)	 190	(10%)	 1950	
	
Table	4.24	shows	 in	more	details	 the	time	allocated	to	different	activity	types.	The	
table	 illustrates	 the	 emphasis	 the	 tutor	 put	 on	 practising	 interpreting	 in	 the	 three	
main	modes.	 As	 mentioned	 earlier,	 almost	 70%	 of	 the	 classroom	 time	 was	 spent	
practising	 different	 interpreting	modes.	 This	 portion	 of	 the	 class	 time	was	 divided	
almost	 equally	 among	 the	 main	 interpreting	 modes:	 consecutive	 interpreting,	
dialogue	interpreting	and	sight	translation,	as	illustrated	in	Table	4.23.		
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Table	4-23:	Medical	Interpreting	:	Interpreting	modes	time	
Interpreting	mode	 Consecutive	
interpreting	
Dialogue	interpreting	 Sight	translation	 Total	
Time/percentage	 455	(34%)	 445	(33%)	 445	(33%)	 1345	
	
The	 following	 table	 shows	 how	 the	 classroom	 time	 was	 divided	 among	 different	
types	 of	 activities.	 Explaining	 the	 unit	 guidelines	 and	 assessment	 took	 3%	 of	 the	
tutorial	 time.	 Time	 dedicated	 purely	 to	 terminology	 activities	 was	 only	 5%	 of	 the	
total	tutorial	time.	Interestingly	45	minutes	(2%)	of	the	tutorial	time	was	dedicated	
to	 homework	 instructions.	 A	 significant	 100	 minutes	 (5%)	 was	 dedicated	 to	
discussions10	 between	 the	 tutor	 and	 students	 on	 their	 progress	 in	 general	
throughout	 the	unit.	The	majority	of	 the	 tutorial	 time	was	dedicated	to	 text-based	
interpreting	exercises,	as	is	shown	in	Table	4.22.			
Table	4-24:	Medical	Interpreting:	Various	Activities	
Activity	 Activity	type	 Time	in	minutes/percentage	
O
th
er
	a
ct
iv
iti
es
	
Guidelines,	expectations	&	assessments	 65	(3%)	
Terminology	&	context	 90	(5%)	
Linguistics	 0	
Interpreting	skills	 25	(1%)	
Exploring	the	web	 0	
Code	of	ethics	 40	(2%)	
Homework	 45	(2%)	
Assessments	 50	(2.5%)	
Discussions	 100	(5%)	
Breaks	 190	(10%)	
Chats/elapses	 0	
Interpreting	 Consecutive	interpreting	 455	(23%)	
Dialogue	interpreting	 445	(23%)	
Sight	translation	 445	(23%)	
																																																						
10	The	discussion	was	in	relation	to	students	general	progress	
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The	 following	 table	 shows	 in	 more	 details	 the	 characteristics	 of	 the	 text-based	
interpreting	 exercises	 in	 the	 three	 modes,	 such	 as	 the	 number	 of	 exercises,	
interpreting	 turns,	 feedback	 types	 and	 occurrences,	 and	 how	 often	 the	 tutor	
followed	 a	 certain	 routine	 and	 how	 many	 discussions	 she	 had	 with	 students	 in	
relation	to	their	performance	and	progress.	
	
									Table	4-25:	Medical	Interpreting:	Interpreting	exercises	details	
Activity	/	
variable	
Consecutive	interpreting	 Dialogue	interpreting	 Sight	translation	
	 Int	 Exp	 Int	 Exp	 Int	 Exp	
Time	 455	 10	 445	 	 445	 15	
No	of	E		 19	 1	 16	 	 17	 1	
Int	turns	 71	 	 201	 	 65	 	
@skill	 11	 	 7	 	 5	 	
GFB	 25	 	 57	 	 22	 	
SPFB	 26	 	 13	 	 4	 	
SNFB	 29	 	 36	 	 31	 	
Discussion	 9	 	 8	 	 3	 	
Process	 11	 	 8	 	 11	 	
	
Consecutive	 interpreting	 took	up	slightly	more	time	than	dialogue	interpreting	and	
sight	 translation.	 The	 tutor	 used	 consecutive	 interpreting	 activities	 to	 address,	
explain	 and	 practise	 several	 types	 of	 skills.	 11	 out	 of	 19	 consecutive	 interpreting	
exercises	aimed	at	 specific	 skills:	 note-taking,	paraphrasing,	 identifying	main	 ideas,	
identifying	and	translating	connectors	to	ensure	coherence	and	cohesion	and	public	
speaking.	 The	 tutor	 also	 used	 some	 of	 the	 consecutive	 interpreting	 exercises	 to	
practise	simultaneous	interpreting	(chuchotage).	Students	were	often	asked	to	stand	
in	 front	of	 the	class	 to	 interpret.	 In	exercises	addressing	note-taking,	 two	students	
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were	 asked	 to	 work	 together;	 one	 to	 take	 notes	 on	 the	 board	 and	 the	 other	 to	
interpret	using	those	notes.		
	
Students	did	not	have	access	to	the	texts	prior	to	the	exercises.	 Instead,	they	were	
asked	 to	 prepare	 by	 reading	 about	 certain	 topics	 for	 homework.	 Relevant	 speech	
texts	were	used	as	material	for	consecutive	interpreting	exercises	in	the	class.	Over	
the	 time	 of	 the	 observation,	 a	 distinctive	 pattern	 was	 evident	 as	 the	 tutor	 had	 a	
certain	 ‘routine’	 or	 ‘process’	 to	 address	 interpreting	 exercises	 in	 general	 and	
consecutive	 interpreting	 exercises	 in	 particular:	 she	 read	 the	 text;	 identified	 with	
students	the	difficult	terminology;	then	asked	students	to	start	interpreting.	 	When	
students	struggled,	the	tutor	asked	them	to	either	paraphrase	or	 identify	the	main	
ideas.	 The	 tutor	 used	 this	 process	 or	 routine	 in	 11	 out	 of	 the	 19	 consecutive	
interpreting	exercises	tackled	 in	the	classroom.	 In	nine	out	of	the	19	exercises,	 the	
tutor	asked	students	to	comment	on	their	own	performance	and	identify	any	source	
of	difficulty.	That	distinctive	pattern	helped	pave	the	way	for	self-study,	as	students	
commented	in	the	interviews.		
	
Dialogue	interpreting	was	not	much	different	to	consecutive	interpreting	in	relation	
to	 the	 class	 time	 used	 to	 practise.	 The	 number	 of	 interpreting	 turns	 in	 dialogue	
interpreting	was	understandably	much	larger	than	those	of	consecutive	interpreting	
due	to	the	shorter	dialogue	segments.	The	tutor	used	the	same	process	or	routine	to	
approach	 dialogue	 interpreting.	 In	 eight	 out	 of	 the	 16	 dialogue	 interpreting	
exercises,	 the	 tutor	 explored	 the	 topic	 of	 the	dialogue	 then	 identified	 any	difficult	
terminology	before	asking	students	to	interpret.	Also,	in	eight	out	the	16	exercises,	
she	 asked	 students	 to	 evaluate	 their	 own	 performance	 and	 identify	 any	 source	 of	
difficulty	and	advised	remedial	strategies.		
	
The	 tutor	 used	 dialogue	 interpreting	 activities	 to	 teach	 simultaneous	 interpreting	
and	phone	 interpreting,	and	to	 introduce	students	 to	the	constraints	around	those	
modes	and	to	strategies	to	work	under	those	constraints.	The	material	for	dialogue	
	 113	
interpreting	was	scripted	in	most	of	the	exercises,	but	students	did	not	have	access	
to	the	scripts.	The	tutor	read	the	script	and	occasionally	added	some	conversational	
features,	such	as	repetitions,	hesitations	and	expressions	of	annoyance	and	anger	to	
simulate	 real-life	 situations.	 In	 some	 exercises,	 students	 worked	 in	 groups	 and	
evaluated	each	other’s	performance.	
	
Sight	translation	exercises	went	the	same	way.	Exercises	simulated	exam	conditions.	
Students	 did	 not	 have	 access	 to	 the	material	 beforehand,	 but	were	 given	 time	 to	
read	 and	 identify	 difficult	 expressions	 or	 structures.	 Again	 in	 11	 out	 of	 the	 17	
exercises,	the	tutor	followed	the	same	‘process’	or	‘routine’:	providing	the	material	
for	students	to	explore;	identifying—with	students—any	source	of	difficulty,	such	as	
jargon	 or	 complex	 linguistic	 structures;	 and	 then	 asking	 students	 to	 start	
interpreting.	 In	 three	out	of	 the	17	exercises,	 the	 tutor	asked	students	 to	evaluate	
their	own	performance	and	 identify	any	 source	of	difficulty	and	 then	helped	 them	
pinpoint	specific	remedial	strategies.	
	
Explaining	the	unit	outline	and	assessments	activities	took	65	minutes	of	the	tutorial	
time.	 During	 this	 3%	 of	 the	 class	 time,	 the	 tutor	 explained	 the	 unit	 outline	 and	
expectations	 and	 stressed	 the	 importance	 of	 self-study	 and	 practising.	 She	 also	
explained	in	detail	the	assessments	and	answered	students’	questions	about	the	viva	
exam.		
	
Homework	was	a	highlight	during	 the	teaching	of	Medical	 Interpreting.	Homework	
instructions	took	45	minutes	(2%)	throughout	the	semester.	The	tutor	paid	a	 lot	of	
attention	and	put	great	emphasis	not	only	on	giving	detailed	instructions,	using	more	
than	one	medium	to	communicate	them	to	students,	but	also	exerted	great	effort	in	
reading	the	homework	and	giving	feedback	about	it	and	urging	students	to	do	it	and	
submit	 it	 in	 a	 timely	 manner	 so	 she	 could	 assess	 it.	 Throughout	 the	 teaching	
semester,	 the	 tutor	 gave	 detailed	 instructions	 for	 homework	 and	 instructions	 for	
students	 to	 prepare	 material	 for	 the	 following	 tutorial.	 Especially	 in	 the	 first	 few	
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tutorials,	the	tutor	wrote	down	homework	 instructions	on	the	board	and	uploaded	
them	on	vUWS.	She	gave	students	a	deadline	to	submit	the	homework	via	email.	She	
often	stressed	the	importance	of	doing	and	submitting	homework	on	time	to	allow	
her	 time	 to	 review	 it.	 She	 followed	 up	 the	 following	 tutorial	 and	 gave	 positive	
feedback	to	students	who	submitted	the	homework	and	reprimanded	those	who	did	
not.	 Often	 she	 used	 material	 submitted	 as	 homework	 for	 classroom	 activities	
especially	 in	 sight	 translation.	An	example	of	 the	homework	 instruction	and	 follow	
up	will	be	examined	in	the	analysis	chapter.	
	
The	 significance	 of	 allocating	 2%	 of	 classroom	 time	 just	 to	 give	 homework	
instructions	 lies	 in	 the	 fact	 that	 this	homework	did	not	contribute	 to	 the	students’	
marks.	The	tutor	emphasised	this	fact	often	and	explained	that	she	goes	through	the	
homework	 nevertheless,	 and	 ensured	 that	 she	 would	 pursue	 students	 to	 do	 and	
submit	the	homework	weekly.	The	tutor	explained	the	rationale	behind	homework,	
as	“this	is	the	only	way	you	(students)	are	able	to	progress.”	Homework	instructions	
were	always	very	specific	and	explicit	and	clearly	communicated.	It	was	also	evident	
that	 the	 homework	 was	 genuinely	 reviewed,	 as	 the	 tutor	 often	 gave	 positive	
feedback	to	students	using	expressions,	such	as,	“good	cover	for	the	topic”	or	“the	
text	 has	 a	 good	 variety	 of	 terminology”	 and	 on	 some	 occasions	 gave	 negative	
feedback	to	students	who	obviously	submitted	the	homework	but	was	not	up	to	the	
required	standards.	The	tutor	showed	a	model	to	students	in	putting	great	effort	in	
an	activity	that	did	not	have	any	marks	allocated	and	she	said	that	explicitly,	often	
stressing	“but	it	is	crucial	if	you	want	to	progress”.		
	
The	homework	 issue	 in	Medical	 Interpreting	provoked	various	views	from	students	
in	the	interviews.	At	the	beginning	of	the	semester	students	were	reluctant	to	do	it,	
even	those	who	submitted	it.	Two	students	told	me	during	the	coffee	breaks	that	it	
was	an	extra	time-consuming	activity	 in	addition	to	the	assignments.	However,	the	
same	two	students	also	admitted	that	 it	was	so	beneficial.	A	third	student	told	me	
explicitly	during	 the	 interview	that	 this	homework	“taught	me	how	to	study	 for	all	
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interpreting	 units…I	 used	 the	 same	 technique	 to	 prepare	 for	 the	 accreditation	
exam.”	
	
Terminology	 and	 context	 consumed	 90	 minutes	 (5%)	 of	 the	 classroom	 time.	 The	
tutor	spent	more	time	at	the	beginning	of	the	term	on	explaining	terminology,	but	as	
the	 semester	progressed,	 the	 tutor	 asked	 students	 to	do	 the	 terminology	on	 their	
own	 and	 only	 explored	 the	 more	 difficult	 terminology.	 On	 some	 occasions,	 she	
explained	difficult	terminology	by	explaining	the	procedure	and/or	the	context.	She	
also	 explained	 and	 revisited	 the	 role	 of	 understanding	 the	 prefix	 and	 suffix	 in	
understanding	the	medical	terminology	using	examples	relevant	to	the	topic	covered	
in	 class.	 The	 tutor	 was	 clear	 and	 articulate	 in	 communicating	 the	 reason	 beyond	
working	 around	 the	 terminology	 that	 way.	 Needless	 to	 say,	 explaining	 medical	
terminology	 was	 part	 of	 almost	 every	 text-based	 interpreting	 activity	 and	 the	
previous	discussion	was	in	relation	to	activities	focused	solely	on	terminology.			
	
Discussion	 was	 another	 highlight	 in	 the	 teaching-learning	 process	 in	 medical	
terminology.	A	significant	amount	of	time	(100	minutes,	5%)	was	spent	on	discussion	
where	 the	 tutor	 asked	 students	 to	 reflect	 on	 their	 progress	 and	 evaluate	 their	
performance	 in	 general	 and	 identify	 strengths	 and	 progress	 as	 well	 as	 flaws	 and	
weaknesses.	She	worked	with	them	to	identify	challenges	and	to	recognise	possible	
causes	and	remedy	strategies.	She	was	specific	and	articulate	and	on	some	occasions	
wrote	a	summary	of	the	discussion	on	the	board.	She	asked	students	to	be	specific	
about	 their	 progress;	 to	 identify	 skills	 already	 acquired	 as	 well	 as	 the	 skills	 that	
needed	 more	 work	 and	 practise.	 She	 was	 also	 encouraging	 as	 she	 praised	 each	
student	 about	 certain	 areas	 of	 progress.	 She	 positively	 reinforced	 their	 effort	 and	
practise.	She	was	sincere	as	she	also	suggested	the	areas	for	improvement	for	each	
student.		
	
Both	tutor	and	students	expressed	appreciation	for	the	benefits	of	those	discussions	
during	the	 interviews.	Two	students	enthusiastically	 told	me	that	those	discussions	
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underlined	 and	 made	 their	 progress	 clearer	 to	 them	 and	 that	 was	 important	
because,	as	one	student	added	thoughtfully,	“the	tutor	always	tells	you	mistakes	in	
your	 interpreting	 ...	 it	 is	 their	 job”.	 The	 tutor	 also	 explained	 in	 the	 interview	 that	
those	discussions,	as	well	as	students’	self-evaluation	in	particular	exercises,	were	a	
method	of	getting	feedback	from	students	about	the	challenges	they	faced	and	why	
and	helped	her	address	those	challenges	through	teaching	and	classroom	activities.		
	
Feedback	was	another	noticeable	 feature	 in	 the	classroom	data.	 It	 is	evident	 from	
both	the	quantitative	and	qualitative	data	that	feedback	was	constant	in	the	Medical	
Interpreting	 classroom.	 Table	 4.24	 shows	 the	 quantitative	 feature	 of	 the	 feedback	
given	during	text-based	 interpreting	exercises.	 It	 is	obvious	from	the	table	that	the	
tutor	was	explicit	and	strategic	about	feedback.	 It	also	shows	that	she	was	keen	to	
pinpoint	positive	performance	via	specific	positive	feedback	such	as,	“good	accuracy	
of	 the	 content”,	 “perfect	 collocation	 and	 word	 choice”,	 and	 “the	 fluency	 and	 the	
register	is	very	good”.	It	is	noticeable	that	positive	specific	feedback	was	given	more	
during	 consecutive	 interpreting	 exercises.	 The	 tutor	was	 specific	 in	 giving	negative	
feedback	as	well,	either	in	the	form	of	advising	strategy,	such	as	“use	simple	subject-
verb-object	 sentence”	 or	 “do	 not	 use	 many	 connections”,	 or	 in	 the	 form	 of	
statements	 such	 as,	 “fluency	was	 compromised	 for	 contents”	 or	 “too	much	 note-
taking”.	 The	 tutor	 also	 was	 generous	 in	 general	 positive	 feedback,	 not	 only	
quantitatively	but	also	qualitatively.	She	used	strong	language	to	commend	students’	
performance,	such	as	“I	am	impressed”,	“that	was	very	good”	or	“impressive”.	She	
sometimes	 articulated	 the	 reason	 behind	 good	 performance,	 such	 as	 “your	
competency	in	Arabic	helped	you	a	lot	here”.	
	
She	 seemed	 to	 be	 cautious	 about	 using	 negative	 verbal	 feedback	 when	 students	
were	struggling.	Instead,	on	many	occasions,	she	just	repeated	the	segment	or	asked	
the	 struggling	 student	where	 she	 stumbled.	 She	 often	 asked	 students	 about	 their	
perception	 of	 the	 difficulty	 in	 this	 particular	 segment,	 then	 guided	 them	 to	 use	 a	
strategy,	such	as	identifying	the	main	ideas	or	paraphrasing	the	difficult	segment	in	
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the	 source	 language.	 She	 advised	 students	 to	 use	 those	 strategies	 and	 then	work	
their	way	up	to	 interpreting	the	challenging	text.	The	tutor	seemed	also	to	employ	
nonverbal	feedback,	such	as	proximity	to	students,	especially	during	public	speaking	
in	the	consecutive	interpreting	activities.		
	
The	 tutor	 used	 another	 method	 to	 teach	 students	 how	 to	 evaluate	 the	
interpretation.	 She	 used	 two	 scripted	 interpreted	 dialogues	 and	 one	 interpreted	
sight	 translation	 and	 exhibited	 them	on	 the	projector.	 She	 asked	 students	 to	 read	
the	 texts	 and	 gave	 them	 a	 few	minutes	 to	 read	 them	 and	 asked	 them	 to	 identify	
flaws	 and	mistakes	 in	 the	 translation	 and	 to	 label	 those	mistakes	 as,	 for	 example,	
omission,	mistranslation,	wrong	collocation,	and	so	on.	Those	exercises	were	done	
towards	 the	end	of	 the	semester	and	 the	 tutor	explained	 the	 rationale	behind	 the	
exercise.	She	also	explained	that	it	is	important	to	be	critical	and	to	be	able	to	back	
up	 the	 criticism	 as	 well	 as	 to	 defend	 your	 choices.	 Those	 activities	 triggered	
discussions	about	choices	and	accuracy	on	different	levels.		
	
Material	 was	 an	 interesting	 issue	 in	 the	 Medical	 Interpreting	 unit.	 The	 tutor	
provided	 all	 the	 material	 for	 the	 classroom	 activities,	 except	 on	 a	 few	 occasions	
when	 she	 used	 material	 prepared	 by	 students	 as	 homework,	 especially	 for	 sight	
translation.	 Students,	 however,	 did	 not	 have	 access	 to	 any	 of	 this	 material.	 Even	
when	the	tutor	used	material	prepared	by	one	of	the	students,	the	rest	of	the	class	
did	not	have	access	to	it	and	the	student	who	prepared	it	was	not	asked	to	translate	
it.	 In	almost	all	the	classes,	all	the	activities	were	about	a	certain	topic:	homework,	
dialogue,	 speech	 and	 sight	 translation.	 The	 tutor	 always	 asked	 students	 to	 try	 to	
cover	as	much	relevant	medical	 terminology	as	possible.	As	mentioned	earlier,	 the	
students	 read	 about	 the	 topic	 in	 the	 process	 of	 doing	 the	 homework,	 but	 did	 not	
have	 access	 to	 the	 texts	 used	 in	 the	 interpreting	 activities	 in	 the	 class.	 The	 tutor	
discussed	 difficult	 terminology	 and	 contexts	 and	 repeated	 challenging	 segments	
when	 students	 struggled	 and	 she	 actually	 sometimes	 labelled	 some	 segments	 or	
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texts	as	‘not	easy’	when	students	struggled.	She	often	explicitly	explained	that	this	is	
the	way	students	should	get	material	for	their	own	study.			
	
Medical	 Interpreting	 tutorials	 were	 very	 dynamic,	 filled	 with	 various	 forms	 of	
activities	and	different	participation	methods.	The	small	number	of	students	did	not	
hinder	 the	 classroom	discussions.	 They	 participated	 individually,	worked	 in	 groups	
and/or	 through	 role-play	 and	 seemed	 very	 committed	 and	 enthusiastic,	 and	 the	
tutor	 repeatedly	 commended	 their	 attitude.	 The	 tutor	 initiated	 and	 facilitated	
discussions	in	the	class	and	allowed	students	to	discuss	challenges	and	advised	them	
with	practical	remedial	strategies,	but	she	always	maintained	control	over	the	class	
so	 that	 the	 time	was	well	managed	 and	used.	 She	 enforced	 rules	 firmly,	 from	 the	
necessity	 of	 being	 there	 on	 time	 for	 the	 tutorial,	 to	 submitting	 high	 quality	
homework	 in	 a	 timely	manner	 even	 though	 it	 did	 not	 earn	 them	 any	marks.	 	 She	
always	explained	the	rationale	behind	the	rules	and	emphasised	the	 importance	of	
self-study	and	practising	and	articulately	advised	students	on	practical	methods	and	
strategies	to	do	so	and	students	complied.		
	
Students	 were	 given	 adequate	 chances	 to	 reflect	 on	 their	 own	 performance	 and	
identify	challenges	and	the	tutor	made	sure	to	identify	their	strengths	and	progress	
and	 advise	 them	on	how	 to	overcome	 challenges.	 Students	were	 always	 alert	 and	
the	small	class	size	guaranteed	a	high	participation	rate	for	each	student.							
	
4.2.4.4	Students’	results	
Five	students	completed	the	unit	and	all	passed:	three	students	received	pass,	one	
student	got	credit	and	one	achieved	a	distinction.		
I	did	not	have	access	to	the	detailed	marks	they	achieved	 in	the	three	 interpreting	
modes	and	no	access	to	the	online	quiz.	The	following	table	illustrates	the	students’	
marks	in	the	total	of	the	two	vocabulary	tests,	the	total	of	the	in-class	assessments	in	
the	 three	 modes,	 their	 mark	 in	 the	 assignment	 (glossary	 for	 under	 graduate	 and	
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essay	for	the	postgraduate),	their	total	marks	in	the	viva	exam	and	their	total	marks.	
All	grades	are	done	in	rounded	percentages	for	ease	of	comparison.	
	
Table	4-26:	Medical	Interpreting:	Students'	results	
Student/assessment	 Vocab		 In-class	assess	 Glossary/	essay	 Viva	 Total	
S1	 70%	 55%	 65%	 59%	 55%	P	
S2	 80%	 55%	 70%	 53%	 54%	P	
S3	 60%	 75%	 85%	 62%	 63%	P	
S4	 80%	 70%	 80%	 75%	 68%	C	
S5	 90%	 65%	 85%	 86%	 77%	D	
	
	As	 shown	 in	 Table	 26,	 all	 students	 did	 fairly	well	 in	 the	 vocabulary	 tests	 and	 the	
assignment.	 Their	 marks	 were	 lower	 in	 in-class	 assessments,	 which	 comprised	
interpreting	 in	 the	 three	 modes	 of	 interpreting	 at	 least	 once.	 Noticeably,	 three	
students	 received	 better	 marks	 in	 the	 viva	 exam	 than	 in	 the	 in-class	 assessment.	
Even	 though	 that	 improvement	by	 two	 students	does	not	 seem	so	 significant,	 it	 is	
when	taking	into	consideration	the	exam	conditions,	such	as	the	length	of	the	texts	
and	 length	 of	 the	 exam	 and	 the	 fact	 that	 they	 have	 to	 do	 the	 three	 modes	 of	
interpreting	with	two	texts	in	consecutive	interpreting	and	the	sight	translation.		
	
Taking	 all	 that	 into	 consideration,	 one	 can	 safely	 say	 these	 students	 made	 a	
considerable	improvement.	I	believe	that	this	even	applies	to	the	two	students	that	
received	 lower	marks	 in	 the	 viva	 than	 in	 the	 in-class	 assessment.	 They	must	 have	
improved	to	be	able	to	keep	up	with	the	demands	of	the	viva	tests.		
		
4.2.4.5	Student	questionnaires	
Four	out	of	 the	 five	 students	 completed	 the	questionnaire.	 Their	 responses	 to	 the	
questions	 were	 very	 brief,	 on	 the	 rare	 occasions	 they	 wrote	 comments.	 They	 all	
agreed	 that	 the	guidelines,	assignments	and	expectations	were	very	clear.	They	all	
also	agreed	that	homework	instructions	were	very	clear.	Two	students	commented	
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that	the	homework	was	too	much	on	top	of	the	other	requirements	of	the	unit	and	it	
was	time	consuming.	Four	students	agreed	that	feedback	was	clear	and	specific.	One	
student	did	not	agree	with	that	statement	and	explained	that	the	feedback	was	too	
much	and	 constant	and	 that	 affected	her	 confidence.	 This	 student	elaborated	 in	a	
short	 talk	 during	 the	 tutorial	 break	 that	 constant	 feedback	 leads	 to	 a	 lot	 of	
interruptions	and	she	often	loses	her	train	of	thought.	The	same	student	complained	
that	the	written	feedback	after	the	in-class	assessment	was	not	timely	and	illegible.		
It	can	be	sensed	that	the	majority	of	the	class	had	a	sense	of	satisfaction	and	even	
the	 one	 student	 who	 complained	 about	 the	 homework	 and	 the	 feedback	 gave	
different	 views	 during	 the	 interview	 about	 the	 learning	 during	 the	 Medical	
Interpreting	unit.		
	
4.2.4.6	Tutor	questionnaire	
The	 tutor	 answered	 the	 questionnaire	 face-to-face	 as	 part	 of	 the	 interview.	 She	
advised	 that	 she	 explained	 the	 unit	 guidelines,	 assignments	 and	 expectations	 at	
length	at	the	beginning	of	the	semester	and	often	reinforced	them	throughout	the	
semester.	 She	 explained	 that	 the	 feedback	 to	 students	 was	 at	 the	 core	 of	 the	
teaching	as	it	was	given	constantly	on	performance,	either	on	the	translation	or	on	
areas	 that	 needed	 improvement.	 She	 stated	 that	 interpreting	 tutorials,	 and	
especially	 content-based	 interpreting	 units,	 are	 not	 language	 classes	 as	 there	 is	
barely	time	to	cover	all	the	contents	and	give	students	adequate	chance	to	practice,	
but	she	tries	to	address	linguistic	issues	during	interpreting	exercises.		
	
The	tutor	emphasised	that	she	makes	instructions	very	clear	for	students	to	be	able	
to	follow,	not	only	during	class	activities	but	also	during	self-study.	She	answered	the	
questions	 about	 clarity	 of	 feedback	 and	 homework	 and	 classroom	 instructions,	
confirming	 that	 they	 are	 very	 clear	 to	 students	 and	 communicated	 to	 them	many	
times	in	many	ways.	She	also	added	that	without	clear	 instructions	students	would	
be	unable	to	progress.	She	confirmed	that	she	seeks	feedback	from	students	often	
by	 encouraging	 them	 to	 ask	 questions	 and	 by	 asking	 them	 to	 evaluate	 their	 own	
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competency	and	to	identify	their	mistakes	and	areas	of	needed	improvement	so	she	
can	help	them	progress.	
	
4.2.5	Accreditation	Studies	
4.2.5.1	Unit	description	
Accreditation	 Studies	 is	 offered	 in	 both	 autumn	 and	 Spring	 semesters	 to	 both	
undergraduate	and	postgraduate	students	conjointly.	Accreditation	Studies	aims	at	
preparing	 students	 to	 sit	 the	 Accreditation	 Exam	 in	 interpreting,	 translation	 into	
English	and/or	translation	into	LOTE.	This	unit	is	language	specific	and	only	taught	in	
two-hour	weekly	tutorials.	 Interpreting	was	taught	every	alternate	week.	The	same	
tutor	taught	both	translation	and	interpreting	in	both	autumn	and	Spring	semesters.	
There	were	no	ongoing	assessments	or	classroom	assessments.	Students	had	to	sit	a	
trial	exam	to	be	able	to	sit	 the	final	accreditation	exam.	There	was	no	prerequisite	
achievement	or	minimum	mark	 that	 students	had	 to	get	 to	be	able	 to	 sit	 the	 final	
exam.	The	trial	exam	was	done	online.	There	was	considerable	controversy	around	
the	trial	exam	in	both	semesters	in	relation	to	the	mode	it	was	conducted	in.	
	
Students	have	 to	 get	 at	 least	 70%	 in	 the	 accreditation	exam	 to	pass.	 Students	 are	
offered	a	supplementary	exam	if	they	get	65%.	Students	have	to	pass	all	parts	of	the	
exam.	The	final	or	accreditation	exam	consists	of	two	dialogues,	two	speeches	and	
two	sight	translations.	The	accreditation	exam	marks	were	allocated	as	follows:	- Two	dialogues,	one	in	a	medical	setting	and	one	in	a	legal	setting,	each	worth	
25	marks	(50	marks	in	total)	- Two	speeches	(consecutive	interpreting),	one	into	English	and	the	other				
into	LOTE.	Usually	one	is	medically	oriented	and	the	other	is	in	a	legal	setting.	Each	
speech	is	worth	15	marks	(30	marks	in	total)	- Two	 sight	 translation	 texts,	 one	 into	 English	 and	 the	 other	 into	 LOTE	 (one	
medical	document	and	one	 legal	document).	 	 Each	 text	 is	worth	 ten	marks	
(20	marks	in	total)	
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4.2.5.2	Classroom	description	
The	 setting	 of	 the	 autumn	 and	 Spring	 classroom	 was	 different.	 Although	 this	
difference	may	seem	insignificant	at	first	glance,	after	looking	more	deeply	into	the	
data,	 one	 can	 clearly	 see	 that	 this	 difference	 in	 the	 classroom	 setting,	 and	 the	
number	 and	 status	 of	 students	 consequently	 made	 a	 significant	 difference	 in	 the	
classroom	 dynamics.	 The	 students’	 perceptions	 of	 the	 unit,	 the	 feedback	 and	
inevitably	the	whole	teaching	and	learning	process	was	also	affected.		
	
4.2.5.3	Observations	
	
																																							Table	4-27:	Accreditation	Studies:	Classroom	time	
Semester	 Interpreting	 Others	 Total	
Autumn	 415(85%)	 75(15%)	 490	
Spring	 415(86%)	 70(14%)	 485	
	
The	 tutorial	 time	was	divided	 in	almost	exactly	 the	same	way	 in	both	 the	Autumn	
and	the	Spring	semesters,	despite	the	fact	that	the	classroom	observation	took	place	
at	 different	 times.	 Observation	 in	 the	 autumn	 semester	 took	 place	 from	 week	 6	
onwards,	while	observation	in	the	Spring	semester	started	in	the	first	week	and	took	
place	in	the	first	hour	of	the	tutorials	for	most	of	the	semester,	as	there	was	a	time	
clash	with	another	unit.	This	unintended	variation	did	not	affect	the	observations	of	
how	the	 time	was	used	 in	class.	Text-based	 interpreting	activities	consumed	about	
85-86%	 of	 the	 class	 time,	 while	 the	 remaining	 14-15%	 was	 spent	 doing	 ‘other’	
activities,	 which	 in	 fact	 was	 one	 type	 of	 activity:	 explaining	 the	 guidelines,	
expectations	and	preparation	for	the	Accreditation	Exam	(See	Tables	4.27	and	4.28).	
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				Table	4-28	Accreditation	Studies:	Various	Activities	
Activity	 	 Autumn	 Spring	
O
th
er
	a
ct
iv
iti
es
	
Guidelines,	expectations	&	assessments	 75	(15%)	 70	(14)	
Terminology	&	context	 	 	
Linguistics	 	 	
Interpreting	skills	 	 	
Exploring	the	web	 	 	
Code	of	ethics	 	 	
Homework	 	 	
Assessments	 	 	
Discussion	 	 	
Breaks	 	 	
Chats/elapses	 	 	
Interpreting	 Consecutive	interpreting	 260	(53%)	 190	(39%)	
Dialogue	interpreting	 100	(20%)	 75	(15%)	
Sight	translation	 55	(11%)	 150	(31%)	
	
In	 both	 autumn	 and	 spring	 semesters,	 the	 tutor	 showed	 the	 same	 dedication	 to	
thoroughly	 explaining	 the	 guidelines	 and	 expectations	 throughout	 the	 teaching	
period.	She	dedicated	almost	 the	same	slot	of	 tutorial	 time	 in	both	semesters	 (15-
14%)	 to	 explaining	 the	 high	 standards	 expected	 for	 the	 accreditation	 exam.	 She	
advised	 students	 to	 keep	 practising	 for	 the	 exam,	 explaining	 and	 emphasising	
explicitly	that	the	accreditation	exam	is	a	 ‘marathon’	and	students	need	to	train	to	
interpret	 for	 at	 least	 45	 minutes	 with	 very	 brief	 breaks	 and	 manage	 to	 maintain	
focus	 and	 attentive	 listening.	 The	 tutor	 stressed	 the	 importance	 of	 the	 ‘stamina’	
needed	to	pass	the	accreditation	exam.		
	
The	 tutor	 encouraged	 students	 to	 keep	 practicing	 outside	 of	 the	 tutorial	 hours,	
either	 in	 groups	 or	 by	 using	 recorded	material.	 	 In	 both	 semesters,	 she	made	 the	
point	 to	students	 that	 they	have	the	option	not	 to	sit	 the	exam	 if	 they	do	not	 feel	
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ready.	 This	 point	 was	 made	 explicitly	 sometimes	 and	 subtly	 on	 other	 occasions.	
However,	 students	 in	 the	 spring	 semester	 seemed	 to	 view	 this	 particular	 advice	
negatively.	 One	 student	 even	 commented	 in	 the	 interview,	 “it	 was	 as	 if	 she	 was	
saying	 you	 do	 not	 deserve	 to	 be	 here”	 (translation).	 Another	 student	 commented	
that	the	tutor	“seemed	disgusted	at	us”.	One	student	who	was	doing	the	unit	for	the	
second	time	said	the	tutor	“has	very	high	standards,”	but	“has	to	understand	that	we	
are	 still	 students”.	 Most	 of	 those	 comments	 were	 made	 towards	 the	 end	 of	 the	
Spring	semester,	but	they	reflected	the	gloomy	atmosphere	in	the	classroom	during	
this	 semester.	 This	 atmosphere,	 in	 fact,	 had	 a	 substantial	 effect	 on	 how	 students	
perceived	other	issues,	such	as	some	of	the	feedback	and	even	the	material	used	in	
the	class,	as	will	be	explained	later.		
	
It	is	worth	mentioning	that,	even	though	there	was	no	time	specifically	allocated	to	
many	 activities,	 such	 as	 interpreting	 skills	 or	 linguistics,	 those	 areas	 were	 almost	
always	 included	 in	 text-based	 activities	 throughout	 the	 tutorials.	 As	 mentioned	
earlier,	the	aim	of	the	Accreditation	Studies	unit	is	to	prepare	students	for	the	final	
accreditation	 exam	 and	 that	 implies	 that	 all	 the	 required	 skills	 and	 competencies	
were	covered	earlier	in	the	course	in	the	previous	units.		
	
There	was	a	great	emphasis	and	lengthy	time	spent	on	raising	students’	awareness	
and	explaining	the	expectations	and	the	preparation	for	the	final	exam.	For	example,	
how	to	use	the	Internet	to	search	for	a	specific	topic	was	included	in	the	explanation	
of	 how	 to	 prepare	 for	 the	 final	 exam	 as	 part	 of	 preparing	 for	 the	 consecutive	
interpreting	part.	
	
Table	4.29	shows	the	variation	on	the	time	spent	practising	each	interpreting	mode.	
This	 variation	 is	obvious	even	 though	 the	 time	devoted	 for	 text-based	 interpreting	
activities	was	the	same	in	both	semesters	and	the	observation	took	place	at	different	
stages	throughout	both	semesters.		
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Table	4-29:	Accreditation	Studies:	Three	interpreting	modes	time	
Semester/	
interpreting	mode	
Consecutive	
interpreting	
Dialogue	interpreting	 Sight	translation	 Total	
Autumn	 260	(63%)	 100	(24%)	 55	(13%)	 415	
Spring	 190	(46%)	 75	(18%)	 150	(36%)	 415	
	
									Table	4-30:	Accreditation	Studies:	Interpreting	exercises	details	
Activity	
variable	
Consecutive		
interpreting	
Dialogue		
interpreting	
Sight		
translation	
	 Autumn	 Spring	 Autumn	 Spring	 Autumn	 Spring	
	 Int	 Exp	 Int	 Exp	 Int	 Exp	 Int	 Exp	 Int	 Exp	 Int	 Exp	
Time	 260	 65	 190	
	
50	
	
100	
	
	 75	 	 55	 10	 150	 10	
No.	Exc	 9	 2	 7	 2	 4	 	 3	 	 3	 1	 7	 1	
Int.	turns	 26	 	 17	 	 47	 	 28	 	 7	 	 33	 	
@skill	 6	 	 6	 	 	 	 	 	 	 	 2	 	
General	FB	 2	 	 7	 	 7	 	 11	 	 	 	 2	 	
Pos.	Sp.	FB	 5	 	 4	 	 8	 	 	 	 	 	 8	 	
Neg.	Sp.	FB	 10	 	 8	 	 5	 	 8	 	 7	 	 12	 	
Discussion	 	 	 	 	 1	 	 	 	 	 	 	 	
Process	 	 	 	 	 1	 	 	 	 	 	 1	 	
	
Consecutive	 interpreting	took	the	most	time	in	both	semesters,	both	 in	relation	to	
the	 total	 time	 observed	 in	 Autumn	 semester	 and	 Spring	 semester	 (53%	 and	 39%	
respectively),	 and	 in	 relation	 to	 text-based	 interpreting	 activities	 (63%	 and	 46%	
respectively).	 The	 consecutive	 interpreting	 mode	 seemed	 to	 present	 various	
challenges	 to	 students.	 Students	 appeared	 reluctant	 to	 interpret	 in	 that	 mode	 in	
front	of	the	class,	except	for	three	students	in	the	autumn	semester	and	two	in	the	
Spring	semester.	The	rest	of	 the	students	were	only	willing	 to	giving	 it	a	go	during	
group	or	pair	interpreting	activities.			
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Consecutive	interpreting	seemed	an	appropriate	mode	to	practise	many	skills,	such	
as	 text	 analysis.	 In	 both	 semesters,	 the	 tutor	 used	 English	 speech	 texts	 to	 explain	
text	 analysis	 and	 then	 asked	 students	 to	 interpret	 the	 same	 text.	 Some	 students	
expressed	 reservations	 about	 this	 type	 of	 activity	 for	 two	 different	 reasons.	 Two	
students	were	concerned	that,	after	working	with	a	specific	text	so	closely,	there	was	
no	way	to	evaluate	the	interpretation	as	they	had	learnt	the	text	by	heart.	The	same	
students	 expressed	 that	 this	 text	 analysis	 technique	 was	 not	 quite	 applicable	 in	
interpreting,	as	it	is	very	hard	to	analyse	any	text	after	hearing	it	only	once.	One	high	
achieving	student	was	rather	abrupt	when	she	explained	a	prepared	translation:	“It	
is	the	wrong	technique	for	the	wrong	interpreting	mode	and	it	is	taught	at	the	worst	
time	possible.”	She	continued,	“do	they	really	expect	us	to	perform	such	analysis	on	
that	 difficult	 a	 text	 in	 the	 accreditation	 exam	 and	 interpret	 it	 and	 get	 70%?	 ...	 I	
practise	my	own	way.”		
	
Interestingly,	text	analysis	was	taught	only	with	English	texts	in	both	semesters.	Two	
students	commented	on	this	 issue	and	both	expressed	satisfaction.	As	one	student	
explained,	 “we	 understand	 Arabic	 texts	 naturally	without	 the	 need	 to	 analyse	 the	
text…	it	is	the	English	with	a	difficult	text	and	high	register	that	is	challenging.”		
	
Consecutive	 interpreting	 activities	 focused	 on	 practising	 one	 or	more	 interpreting	
skill	most	of	the	time.	As	per	Table	4.30,	six	out	of	the	nine	activities	observed	aimed	
at	practising	at	 least	one	particular	skill,	such	as	note-taking.	The	tutor	often	asked	
students	 to	 dictate	 the	 notes	 while	 she	 wrote	 them	 on	 the	 board	 and	 asked	 a	
different	 student	 each	 time	 to	 interpret.	 Dealing	with	 a	 high	 register	was	 another	
issue	 that	 was	 repeatedly	 brought	 up	 during	 consecutive	 interpreting	 activities.	
Students	had	many	rich	discussions	during	consecutive	interpreting	activities	as	the	
tutor	often	asked	them	to	evaluate	and	comment	on	their	peers’	performance.	They	
discussed	 the	 important	 issues	of	accuracy,	 register	and	 fluency.	The	 tutor	advised	
them	 of	 helpful	 strategies,	 such	 as	 improvising	 and	 paraphrasing	 to	 avoid	 getting	
stuck	and	compromising	fluency.		
	 127	
	
The	 tutor	 maintained	 control	 of	 those	 discussions	 so	 that	 students	 remained	
focused.	 It	 is	fair	to	say	that,	 in	comparison	with	dialogue	interpreting,	consecutive	
interpreting	 exercises	 more	 often	 than	 not	 had	 a	 goal	 to	 address	 one	 or	 more	
interpreting	 skills	 and,	 consequently,	 they	were	 used	more	 by	 the	 tutor	 to	 advise	
students	with	helpful	strategies.	
	
Both	 students	 and	 tutor	 agreed	 that	 accessing	 material	 to	 practise	 consecutive	
interpreting	in	both	English	and	LOTE	was	not	a	problem	as	various	web	sites	were	
abundant	 with	 appropriate	 material.	 Many	 students,	 however,	 especially	 in	 the	
Autumn	semester,	were	concerned	that	having	access	to	hard	copies	of	the	speeches	
before	 the	 class	 made	 their	 performance	 not	 a	 very	 good	 indication	 of	 their	
competency	and	was	potentially	misleading.	On	more	 than	one	occasion,	 students	
commented	on	the	tutor’s	praise,	making	comments	along	the	lines	of,	“I	practically	
studied	 the	 text”	 or	 “I	 looked	 up	many	 vocabulary	 ...	 and	 read	 it	many	 times	…	 I	
know	 it	 by	 heart	 now.”	 These	 views	 affected	 the	 way	 students	 perceived	 their	
feedback.		
	
As	mentioned	earlier,	during	the	Spring	semester,	consecutive	interpreting	materials	
resulted	in	some	dissatisfaction	from	the	students.	Students	repeatedly	complained	
that	they	were	practising	the	same	material	as	 in	the	previous	(Autumn)	semester.	
They	 viewed	 that	 as	 a	 deficiency	 in	 the	 teaching	 and	 some	 jumped	 to	 extreme	
conclusions,	such	as	that	the	tutor	thought	that	they	were	hopeless	and	she	was	not	
motivated	enough	 to	work	on	 the	material.	 Students	who	were	 repeating	 the	unit	
were	almost	 reciting	 the	texts	and,	when	they	were	given	positive	 feedback,	other	
students	perceived	it	as	meaningless.		
		
Having	access	 to	 the	material	and	reusing	 it	 semester	after	semester	added	to	 the	
sense	of	dissatisfaction	in	the	class	and	led	many	students,	if	not	the	great	majority	
of	 students,	 to	 doubt	 the	 genuineness	 of	 some	 of	 the	 feedback.	 They	 even	
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misinterpreted	 some	 of	 the	 feedback	 and	 some	 students	 seemed	 selective	 and	
subjective	in	their	understanding	of	the	tutor’s	language	in	the	class.	One	very	vivid	
example	occurred	during	the	Spring	semester.	 	The	tutor	commented	positively	on	
one	student’s	interpretation	of	a	relatively	long	segment	of	text	(around	150	words)	
by	 saying	 “that	 is	 a	 pass,”	 referring	 to	 the	 accreditation	 exam	 standards.	 This	
feedback	initiated	many	negative	comments.	As	a	matter	of	fact,	three	students	had	
a	 very	 strong	 conviction	 that	 the	 tutor	 had	 her	mind	 set	 on	 the	 potential	 passing	
students	 in	 the	 final	 accreditation	 exam.	 They	 stated	 this	 on	 more	 than	 four	
occasions	 during	 interviews	 and	 chats	with	 the	 researcher.	 One	 of	 those	 students	
actually	 denied	 that	 the	 tutor	 gave	her	 the	 same	 feedback	on	different	 occasions,	
even	though	I	had	it	documented	in	the	observation	data.		
	
Students	 had	 a	 valid	 argument	 to	 some	 extent.	 They	 argued	 that	 no	 one	 could	
possibly	predict	a	 student’s	performance	 in	 the	accreditation	exam	on	 the	basis	of	
one	 interpretation	 of	 a	 text	 practised	 for	 the	 second	 time	with	 a	 printed	 copy	 at	
hand.	 Some	 students’	 perceptions	 were	 fixed	 and	 they,	 consciously	 or	
subconsciously,	 refused	 to	 see	 the	 whole	 picture	 and	 chose	 to	 understand	 the	
feedback	that	way.	There	were	many	contributing	factors	to	this	miscommunication,	
including	the	students’	perceptions	of	the	tutor’s	attitude,	their	own	self-confidence,	
the	classroom	language	and	having	access	to	the	material.				
	
As	per	table	4.30,	consecutive	interpreting	activities	were	rich	with	specific	feedback,	
either	positive,	such	as	“right	word	choice”	or	“good	collocation,”	or	negative	in	the	
form	 of	 errors	 of	 ‘omission’,	 ‘misinterpretation’	 or	 ‘distortion’.	 The	 tutor	 gave	
students	a	hard	copy	 list	of	different	types	of	errors	and	their	abbreviations	to	use	
when	 they	 evaluated	 their	 own	 performance	 or	 their	 peers’.	 Tutor	 explained	 that	
this	is	how	they	evaluate	students	in	the	final	exam	
	
Dialogue	 interpreting	 evidently	 was	 allocated	 less	 time	 to	 practice	 in	 class	 than	
consecutive	 interpreting	 in	 both	 semesters.	 Fewer	 dialogue	 exercises	 were	 done	
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than	both	consecutive	 interpreting	and	sight	 translation.	Dialogue	 interpreting	was	
practised	 for	 100	minutes	 in	 the	 autumn	 semester,	 which	 constitutes	 20%	 of	 the	
observed	time,	and	24%	of	the	time	spent	practicing	different	interpreting	modes.	It	
took	about	70%	of	the	tutorial	time	in	the	spring	semester,	which	is	20%	of	the	total	
tutorial	time	and	15%	of	interpreting	activities	time.	In	fact,	the	time	used	to	practise	
dialogue	interpreting	in	the	spring	semester	was	half	the	time	spent	to	practise	sight	
translation	 (75	 and	150	minutes	 respectively).	 That	was	 consistent	 throughout	 the	
observation	time,	which	took	place	regularly	throughout	the	semester.	That	was	not	
the	case	in	the	autumn	semester,	as	dialogue	interpreting	was	practised	for	almost	
double	 the	 amount	of	 time	of	 sight	 translation	 (100	 and	55	minutes	 respectively).	
There	was	no	evident	reason	in	the	data	to	explain	such	variation.	
		
Despite	 the	 previous	 facts,	 Table	 4.30	 shows	 that	 students	 had	more	 interpreting	
turns	 practicing	 dialogue	 interpreting.	 Short	 segments	 of	 dialogue	 and	 the	 group	
and/or	 pair	 work	 allowed	 each	 student	 to	 have	many	 turns	 in	 the	 class.	 Another	
plausible	 reason	 for	 the	 number	 of	 turns	 is	 that	 not	much	 explanation	 took	 place	
during	dialogue	interpreting	and	the	exercises	did	not	aim	at	improving	a	particular	
skill	or	facing	a	particular	challenge	which	meant	that	the	whole	time	was	spent	on	
actual	oral	translation	on	the	texts	rather	than	discussing	main	ideas	or	text	analysis.	
Students	took	turns	one	after	another	with	the	tutor	giving	succinct	feedback	on	the	
translation	or	specifying	the	error	type	and	moved	quickly	to	the	following	segment.	
Even	 during	 group	 work,	 students	 seemed	 to	 go	 through	 the	 dialogues	 quickly	
without	much	discussion	around	 issues,	such	as	note-taking	or	register.	 	The	tutor,	
however,	 briefly	 explained	 the	 importance	 of	 short-term	memory	 and	 not	 relying	
too	heavily	on	notes	as	well	as	interpreting	the	discourse	markers	accurately.				
	
Material	 and	 classroom	preparation	 for	dialogue	 interpreting	were	done	 the	 same	
way	 as	 for	 consecutive	 interpreting.	 Students	 had	 access	 to	 scripted	 dialogues	 on	
vUWS	 and	 were	 told	 briefly	 what	 texts	 to	 prepare.	Most	 of	 the	 students	 in	 both	
semesters	had	a	hard	copy	of	the	material	printed	off	vUWS.	Two	students	showed	
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me	 their	 hard	 copy	 and	 their	 own	 translation	 and	 notes	 to	 show	 me	 how	 they	
prepared	 for	 the	 class.	 All	 students	 raised	 the	 issue	 of	 the	 difficulty	 of	 having	
appropriate	 material	 to	 practise	 dialogue	 interpreting.	 Three	 students	 raised	 the	
issue	of	 having	 access	 to	 the	material	 prior	 to	 the	 class.	 In	 addition,	 two	 students	
who	were	doing	the	unit	for	the	second	time	in	the	spring	semester	raised	the	issue	
of	 reusing	 the	 same	 material.	 No	 one,	 however,	 raised	 any	 concern	 about	 the	
authenticity	of	the	material	used	in	class.		
	
Sight	 translation	 activity	 times	 varied	 significantly	 between	 the	 two	 semesters.	 	 It	
was	practised	 in	 the	 spring	 semester	 for	double	 the	 time	of	 the	autumn	 semester	
(150	and	75	minutes	 respectively).	 In	both	semesters	 the	 tutor	explained	 the	sight	
translation	principles	quickly	and	advised	students	of	the	main	challenges	associated	
with	sight	translation.	Students	had	access	to	sight	translation	material	on	vUWS	and	
had	them	printed	out,	as	they	did	with	the	consecutive	and	dialogue	interpreting.	On	
a	 few	 occasions,	 the	 tutor	 handed	 out	 some	 new	material	 to	 the	 class	 and	 asked	
students	to	work	on	them	under	simulated	exam	conditions.	 	She	gave	them	three	
minutes	to	prepare	and	gave	them	particular	instructions	as	to	how	to	deal	with	the	
texts.	She	pointed	out	the	most	common	pitfalls	of	sight	translation	and	repeatedly	
advised	students	of	the	important	of	fluency.	On	three	recorded	occasions	the	tutor	
advised	 various	 students	 that	 they	 achieved	 accuracy	 but	 compromised	 fluency.	
Twice	 she	 stressed	 this	 idea	 by	 saying	 “fluency,	 fluency,	 fluency”.	 Once	 she	
addressed	 the	whole	 class	 in	 the	 Spring	 semester	 after	 a	 sight	 translation	 activity	
saying,	 “you	 all	 deliver	 the	 meaning	 but	 the	 language.…”.	 She	 also	 advised	 one	
student	in	particular	that	his	monotone	delivery	was	a	problem	because	he	did	not	
communicate	the	meaning.	This	will	be	relevant	in	the	analysis	as	the	same	student	
complained	 that	 the	 tutor	 did	 not	 focus	 on	 a	 particular	 weakness	 or	 persistently	
work	with	the	student	to	improve	it.	Yet,	it	was	recorded	in	the	data	that	this	tutor	
told	this	student	(SR)	at	least	three	times	during	three	different	interpreting	modes	
that	he	had	a	problem	with	voice	projection	and	his	monotonous	manner	of	delivery	
affected	his	communication,	even	though	he	got	most	of	the	meaning	or	the	content	
right.		
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This	conflict	between	students’	perception	and	the	facts	provides	a	good	example	of	
students	being	selective	 in	 listening	 to	 feedback	and	 taking	 it	on	board	because	of	
their	attitude.	This	example	will	be	studied	in	depth	in	the	analysis	chapter.	
	
During	the	Autumn	semester,	there	were	seven	students	in	the	Autumn	classroom.	
Tables	were	arranged	in	a	U-shape	with	the	tutor’s	desk	and	the	board	at	the	open	
end.	The	tutor	stood	and	sat	there	most	of	the	time	but	often	she	roamed	around	
the	 room	 to	 stand	 or	 sit	 down	 among	 students	 especially	 during	 group/pair	
activities.	 At	 least	 five	 of	 the	 students	were	 sitting	 the	 accreditation	 exam	 for	 the	
first	time.	The	atmosphere	of	the	class	was	noticeably	lighter	than	in	the	Spring	class.	
Students	 expressed	 some	 level	 of	 anxiety	 around	 the	 final	 exam	 and	 talked	
frequently	 about	 the	 standard	 required	and	 the	high	 failure	 rate,	 but	 that	 level	 of	
anxiety	 seemed	 to	be	healthy	and	 the	majority	of	 students	had	a	positive	attitude	
towards	the	prospect	of	passing	the	exam.	The	tutor	suggested	that	students	should	
not	sit	the	accreditation	exam	if	they	did	not	feel	ready.		
	
Five	 students	 attended	 tutorials	 regularly	 and	 actively	 participated	 in	 classroom	
activities.		Two	students	missed	some	tutorials	and	seemed	to	be	quieter	in	class	and	
only	participated	 in	 group	activities	 and	when	 the	 tutor	asked	 them	 to	 interpret	 a	
segment,	but	they	did	not	volunteer	to	participate	either	in	interpreting	or	in	asking	
questions.	 The	 tutor	 gave	 students	 a	 printed	 list	 of	 error	 types	 with	 the	 list	 of	
abbreviations	to	use	to	evaluate	their	own	performance	during	self-study	and	also	in	
the	group	and/or	pair	classroom	activities	when	they	evaluated	and	commented	on	
their	 peers’	 performances.	 Often	 the	 tutor	 asked	 students	 to	 comment	 on	 their	
peers’	 performances,	 explicitly	 explaining	 the	 rationale	 behind	 this	 strategy.	 The	
tutor	 also	 often	 asked	 students	 to	work	 in	 groups	 or	 in	 pairs	where	 two	 or	 three	
students	 took	 turns	 interpreting	and	giving	 feedback	 to	 their	peers	using	 the	error	
types	 list.	 Some	 of	 these	 activities	 included	 the	 three	 modes	 of	 interpreting:	
dialogue,	 consecutive	 and	 sight	 translation.	 The	 tutor	 roamed	 the	 class	 and	made	
sure	to	take	turns	to	listen	to	each	group	and	give	her	feedback.	Meanwhile	she	also	
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kept	 an	 eye	 on	 the	 rest	 of	 the	 class	 while	 listening	 to	 each	 group	 and	 prompted	
students	to	stay	on	track	and/or	speed	up	if	they	were	lagging	behind.		
	
These	activities	were	 rich	with	 lively	dynamics	and	high	spirits	because	of	 the	high	
number	of	interpreting	turns	as	well	as	the	abundance	of	tutor	and	student	feedback	
and	 discussions	 around	 interpreting	 techniques	 and	 skills	 as	 well	 as	 translation	
options.	Moreover,	 those	 activities	 presented	 good	 opportunities	 for	 shy	 students	
who	 were	 not	 actively	 participating	 in	 the	 class	 to	 have	 a	 go	 at	 interpreting	 and	
discussing	the	texts	and	the	difficulties	they	faced	with	their	peers	in	the	group.		
	
During	the	Spring	semester,	tutorials	were	different	in	many	ways.	There	were	only	
five	 students	 in	 the	 class	 and	only	 two	were	doing	 the	unit	 for	 the	 first	 time.	 The	
other	three	students	had	not	passed	the	accreditation	exam	and	were	repeating	the	
unit.	Students	sat	in	chairs	with	an	arm-table.	They	sat	in	two	rows	in	a	semi-	circle	
shape:	three	in	the	first	row	in	front	of	the	board	and	two	at	the	back.		The	tutor’s	
desk	 was	 in	 front	 of	 the	 class,	 where	 she	 stood	 or	 sat	 all	 the	 time.	 Two	 of	 the	
students	who	were	doing	the	unit	for	the	second	and	the	third	time	did	not	attend	
the	tutorial	regularly.	That	meant	that	in	two	out	of	the	six	tutorials	observed	there	
were	only	three	students	in	the	class.		
	
Students	 naturally	 talked	 about	 the	 challenges	 of	 the	 accreditation	 exam	 but,	
especially	 towards	 the	 end	 of	 the	 semester,	 their	 talk	 took	 a	 negative	 tone.	 They	
often	mentioned	 failing	 the	exam	as	 inevitable	 and	enquired	about	 the	process	of	
resitting	the	exam	and	how	many	times	they	would	be	allowed	to	do	so.	I	witnessed	
at	least	three	conversations	about	the	option	to	sit	the	accreditation	exam	at	NAATI	
instead	of	doing	 the	unit	again	and	what	 that	meant	 in	 relation	 to	graduation	and	
the	cost	involved.	This	negative	atmosphere	was	felt	in	the	classroom,	as	evidenced	
by	 students’	 comments	 in	 class,	 and	was	 stated	more	explicitly	 in	both	 the	 tutor’s	
and	the	students’	interviews.		
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As	 in	 the	autumn	 semester,	 the	 tutor	distributed	a	printed	 list	 of	 error	 types	with	
abbreviations	for	students	to	use	to	evaluate	either	their	own	performance	or	their	
peers’.	The	number	of	students	affected	the	dynamics	of	the	classroom.	Group	and	
pair	 activities	were	 rare.	 Nevertheless,	 the	 tutor	 often	 asked	 students	 to	 evaluate	
and	 comment	 on	 their	 peers’	 interpretations.	 Students	 often	 discussed	 texts,	
especially	 in	 consecutive	 interpreting,	 in	 relation	 to	 many	 issues:	 analysis,	 note-
taking,	 register	 and	 translation.	 The	 tutor	 guided	and	 supervised	 those	discussions	
and	kept	them	on	track.		
	
During	both	semesters,	as	mentioned	earlier,	the	trial	exam	generated	controversial	
discussions	 in	 the	 classroom	 and	 during	 the	 interviews.	 It	 was	 held	 on	 line	 and	
students	 faced	many	 technical	 difficulties	 to	 start	with.	 In	 relation	 to	marking	 and	
giving	an	indication	of	their	progress,	students	identified	that	it	was	not	really	a	good	
indication	as	they	had	the	material	available	to	revisit	as	many	times	as	they	wished.	
Both	high	 achieving	 and	 struggling	 students	were	not	 impressed	with	 the	 trials,	 in	
relation	to	both	the	mode	it	was	delivered	 in	and	the	benefits	they	gained	from	it.	
Interestingly,	 all	 students,	 regardless	 of	 their	 competency	 level,	 were	 insightful	
enough	to	 identify	at	 least	two	problems	with	the	trials.	The	first	problem	was	the	
access	 to	 the	online	material	and	 implication	of	 that	 for	 the	 feedback.	The	second	
problem	was	that	the	trial	was	not	a	replication	of	the	accreditation	exam	at	all	and,	
therefore,	they	did	not	have	the	chance	to	practise	how	to	deal	with	the	stress	of	the	
exam	 conditions,	 specifically	 being	 on	 the	 spot	 and	 interpreting	 continuously	 for	
more	 than	 45	 minutes	 with	 very	 short	 breaks	 while	 maintaining	 focus	 and	 not	
getting	distracted.	One	student	explicitly	and	sarcastically	 told	me,	“she	(the	tutor)	
does	not	practise	what	she	preached”	(translation).	The	student	continued	to	explain	
that	the	tutor	often	talked	about	practising	interpreting	in	exam	conditions	by	having	
someone	 read	 the	 text	 without	 pre-reading	 it	 and	 interpreting	 for	 40	minutes	 or	
more,	but	she	“denied	us	the	opportunity	to	do	so.”			
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The	 classroom	 preparation	 and	 the	 material	 were	 two	 important	 issues	 in	 the	
Accreditation	 Studies	 unit	 in	 both	 semesters	 for	 both	 undergraduate	 and	
postgraduate	 students.	 Material	 was	 an	 issue	 in	 Accreditation	 Studies	 on	 many	
levels.	However,	 students’	views	 in	 the	autumn	semester	were	slightly	different	 to	
those	 in	 the	 Spring	 semester.	 Many	 students	 in	 both	 semesters	 commented	 that	
having	access	 to	 texts	and	having	 them	scripted	and	printed	 in	hard	copies	before	
the	class	did	not	allow	them	to	practise	under	exam	conditions	because	they	could	
read	 the	 hard	 copy	many	 times	 before	 interpreting	 them	 in	 the	 tutorial.	 Students	
explained	that	it	made	their	performance	in	the	class	an	unreliable	indication	of	their	
potential	performance	in	the	accreditation	exam.		
	
Two	students	actually	brought	this	issue	up	in	the	tutorial	in	the	first	semester	after	
the	 tutor	 praised	 their	 performance.	 Their	 views	 were	 roughly	 that,	 although	 the	
feedback	was	positive,	they	did	not	feel	confident	 in	their	ability	because	they	had	
read	 hard	 copies	 of	 the	 speeches	many	 times.	 One	 student	 also	 commented	 that	
interpreting	should	be	practised	on	material	read	to	you	only	once.		
	
In	 the	 spring	 semester,	 students’	 concerns	 about	 the	 material,	 in	 addition	 to	 the	
previous	 ones,	 was	 that	 the	 exact	 same	 material	 had	 been	 used	 over	 and	 over,	
semester	after	semester.		Students,	especially	those	who	were	doing	the	unit	for	the	
second	or	 the	 third	 time,	drew	 the	 sweeping	 conclusion	 that	 “there	 is	no	point	of	
attending	 the	 tutorial...we	 know	 them	 [the	 texts]	 by	 heart”.	 	Many	 students	 even	
critiqued	 the	 unit	 co-ordinator,	 the	 tutor	 and	 the	 institution	 as	 being	 “lazy”.	 	One	
student	said	explicitly,	“they	do	not	even	want	to	do	that	little	effort…and	then	you	
[the	 researcher]	want	 to	 know	why	 the	pass	 rate	 is	 so	 low”	 (translation).	 Another	
student	said,	“they	know	we	are	a	lost	case	...	they’re	determined	not	to	give	us	the	
licence	 ...	why	should	she	bother	with	new	material?”	Three	students	talked	about	
the	 issue	of	 the	material,	along	with	some	of	 the	 feedback	given	 in	 the	classroom,	
and	interpreted	them	and	jumped	into	subjective	conclusion	that	is	out	of	probation.	
For	 example,	 when	 the	 tutor	 gave	 a	 positive	 feedback	 saying,	 ‘that	 is	 a	 pass’,	
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students	were	convinced	that	the	tutor	had	predetermined	who	would	pass	the	final	
exam.		
	
Only	 one	 student	 viewed	 the	 whole	 issue	 differently.	 She	 explained	 that	 the	
expectations	 of	 the	 unit	 are	 very	 high	 and	 it	 is	 good	 to	 practise	 some	 texts	 to	
perfection.	 She	 also	 added	 that	 she	 practised	 dialogue	 often,	 as	 she	 works	 as	 an	
interpreter	 at	 level	 2.	 	 In	 general,	 students	 were	 aware	 and	 insightful	 about	 the	
shortcomings	 of	 the	 process,	 but	 did	 not	 have	 the	 theoretical	 framework	 to	 deal	
with	such	shortcomings	systematically,	at	least	in	this	unit.	
	
Generally,	 students	 commented	 in	 the	 interviews	 that	 accessing	 suitable	 and	
authentic	 dialogue	material	was	much	 harder	 than	 accessing	 texts	 for	 speech	 and	
sight	translation,	as	the	Internet	is	abundant	with	the	latter.		
	
Accreditation	tutorials	were	different	from	the	tutorials	in	the	other	units.	Students	
were	 under	 pressure	 to	 perform	well.	 All	 students	 knew	 that	 the	 pass	 rate	 in	 the	
accreditation	exam	is	low	as	the	standards	expected	are	high.	All	students	had	heard	
the	rumour	that	allowing	only	a	small	number	of	students	to	pass	 is	a	policy.	They	
believed	that	 rumour	to	varying	degrees.	The	pressure	 from	the	rumour	had	some	
impact	on	the	autumn	class,	but	it	did	not	seem	to	have	the	same	negative	effect	as	
on	 the	 Spring	 class.	 The	 pressure	 affected	 students	 in	 the	 spring	 semester	 more	
adversely.	 Having	 three	 students	 in	 the	 classroom	 doing	 the	 unit	 for	 at	 least	 the	
second	time,	if	not	the	third,	affected	the	class	morale.	Students	then	seemed	to	be	
caught	 in	 a	 vicious	 circle.	 Students	 doubted	 their	 own	 ability,	 and	 not	 only	
misinterpreted	 negative	 feedback	 but	 also	 undermined	 much	 of	 the	 positive	
feedback.	 Students	 became	 more	 subjective	 in	 their	 views	 and	 often	 jumped	 to	
conclusions.	 	 They	 started	 blaming	 not	 only	 the	 tutor	 but	 also	 the	 institution,	
accusing	both	 that	 they	had	 some	 interest	 in	 failing	 as	many	 students	 as	possible.	
Three	students	explicitly	stated	that	they	were	positive	that	the	tutor	had	her	mind	
set	from	the	very	beginning	of	the	term	about	which	students	would	pass	or	fail	the	
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accreditation	 exam.	 They	 insisted	 on	 documenting	 their	 views,	 which	 were	 very	
accurately	 communicated	 to	 the	 tutor,	 as	 the	 latter	 acknowledged	 during	 the	
interview.		All	that	created	a	heavy	and	negative	atmosphere	in	the	classroom.	One	
female	student	described	the	situation	as	follows:	“I	feel	that	she	is	disgusted	at	us	
and	 like	 I	 could	 hear	 her	 saying	 ‘you	 do	 not	 deserve	 to	 be	 here’.”	 Another	 male	
student	told	me	during	a	casual	conversation	that	he	might	look	into	another	course	
or	 try	 to	 get	 accredited	 as	 a	 paraprofessional	 interpreter.	 This	 communication	
problem	will	be	looked	into	in	the	analysis	chapter.				
	
4.2.5.4	Students’	results	
Only	 six	 students	 completed	 the	 unit	 in	 the	 autumn	 semester	 and	 two	 of	 them	
passed	 the	 accreditation	 exam.	 Five	 students	 completed	 the	 unit	 in	 the	 spring	
semester.	 Of	 those,	 only	 one	 student	 passed	 the	 accreditation	 exam	 and	 two	
qualified	for	the	supplementary	exam	because	they	scored	over	65%,	but	they	were	
not	successful	in	the	supplementary	exam.		
	
The	following	table	shows	the	students’	results	in	both	autumn	and	Spring	semesters	
in	detail.		It	illustrates	the	students’	results	in	the	final	accreditation	exam	in	total	as	
well	as	the	percentage	of	their	marks	in	dialogue,	sight	translation	and	consecutive	
interpreting	by	presenting	their	average	mark	for	the	two	dialogues	in	the	exam	as	
well	 as	 the	 average	 mark	 for	 the	 two	 directions	 of	 the	 sight	 translation	 and	 the	
consecutive	 interpreting.	 This	 table	 is	 designed	 to	 summarise	 students’	 marks	 to	
enable	a	comparison	of	students’	performance	and	competency	in	each	interpreting	
mode.		
	
All	students	in	the	autumn	semester	achieved	better	marks	in	dialogue	interpreting	
than	either	consecutive	interpreting	or	sight	translation.	All	but	one	achieved	better	
marks	in	sight	translation	than	consecutive	interpreting.	 	 In	the	spring	semester,	all	
but	one	student	achieved	higher	marks	in	dialogue	interpreting	than	in	consecutive	
interpreting.	 They	 all	 received	 better	 marks	 in	 sight	 translation	 than	 consecutive	
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interpreting.	This	 tendency	applied	 to	high	achieving	students	as	well	as	 struggling	
students	in	both	semesters.		Consecutive	interpreting	seems	to	be	the	weakest	area	
for	all	students,	regardless	of	their	competency.	
					
Table	4-31:	Accreditation	Studies:	Students'	results11	
Semester	 Student	 Av.	DI	 Av.	ST	 Av.	CI	 Total	
Autumn	 S	1	 63%	 55%	 31%	 52%	
S	2	 81%	 70%	 70%	 75.5%	
S3	 64%	 62%	 40%	 56.5%	
S4	 80%	 75%	 70%	 76%	
S5	 45%	 32%	 33.3%	 39%	
S6	 46%	 32.5%	 30%	 39.5%	
	 	 	 	 	 	
Spring	 S1	 69%	 75%	 70%	 70.5%	
S2	 58%	 80%	 63.3%	 64%	
S3	 71%	 70%	 60%	 67.5%	
S4	 64%	 60%	 36%	 55%	
S5	 62%	 50%	 36%	 50%	
	 	 	 	 	 	
Supplementary	 S2	 65%	 72.5%	 45%	 60%	
S3	 68%	 70%	 56%	 65.5%	
	
These	 results	 seem	 to	 correctly	 reflect	 students’	 perceptions	 of	 the	 challenging	
aspects	of	the	process	of	learning	interpreting,	not	only	in	Accreditation	Studies	but	
also	 in	 other	 units.	 The	 vast	majority	 of	 students	 expressed	 directly	 and	 explicitly	
that	they	found	consecutive	interpreting	the	most	challenging.		Many	students	also	
expressed	 the	 same	 view	 indirectly	 when	 they	 listed	 some	 of	 the	 skills	 that	 are	
required	more	 in	 consecutive	 interpreting	 as	 challenging,	 such	as	note-taking,	 text	
																																																						
11	Students’	results	in	this	table	are	the	average	of	the	two	exercises	they	had	to	do	in	each	
interpreting	mode.	
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analysis,	 register	and	memory.	Nevertheless,	students	who	failed	the	exam	did	not	
achieve	 the	 passing	 marks	 (70%)	 in	 dialogue	 interpreting	 either	 except	 for	 one	
student	(S3)	in	the	spring	semester.	
	
4.2.5.5	Student	questionnaires	
Six	 students	 completed	 the	 questionnaire	 on	 their	 experience	 and	 perceptions	 in	
Accreditation	 Studies.	 Two	 of	 them	 completed	 the	 questionnaire	 during	 the	
interview.	 Most	 of	 them	 did	 not	 comment	 at	 all	 on	 the	 answers	 except	 for	 two	
comments.	The	two	students	who	completed	the	questionnaire	during	the	interview	
gave	quick	comments	about	the	questionnaire	questions	but	were	more	elaborate	in	
the	interviews.	One	of	those	students	did	not	wish	to	complete	the	questionnaire	in	
writing,	but	rather	preferred	to	answer	the	questions	orally	and	refused	to	have	the	
interview	 taped.	 She	 answered	 many	 questions	 sarcastically	 and	 some	 with	 only	
facial	 expressions.	 An	 example	 of	 her	 sarcastic	 responses	 was	 her	 answer	 to	 the	
question,	 “are	 you	 encouraged	 to	 give	 feedback	 to	 tutors?”	 She	 answered,	 “she	
would	have	killed	me.”	
	
All	 students	 agreed	 that	 the	 expectations,	 assessments,	 homework	 and	 self-study	
were	 clear.	 Five	 out	 of	 the	 six	 students	 were	 happy	 about	 the	 theory	 taught	 in	
relation	 to	 relevance	and	applicability	 and	only	one	 student’s	 view	was	neutral	on	
the	theory	issue.	All	students	agreed	in	the	questionnaire	that	feedback	was	specific	
and	 helpful.	 There	 is	 a	 clear	 contradiction	 between	 some	 students’	 views	 and	
observed	 feedback,	 especially	 in	 the	 spring	 session.	 Four	 out	 of	 six	 students	
identified	 the	 linguistic	 competency,	 as	 well	 as	 interpreting	 skills,	 as	 challenging,	
while	two	did	not	share	the	same	views	and	one	of	them	articulated	that	she	only	
had	 a	 problem	 with	 pronunciation.	 One	 student	 ‘strongly	 agreed’	 that	 linguistic	
competency	 and	 interpreting	 skills	 are	 challenging	 aspects	 of	 the	 process.	 Five	
students	agreed	that	lack	of	time	is	an	issue	in	the	class	and	one	student	said	during	
the	 interview	 “the	 more	 the	 merrier”.	 Four	 students	 agreed	 that	 they	 were	
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encouraged	 to	give	 feedback	 to	 the	 tutor	and	one	commented,	 “but	 there	was	no	
action	taken	with	regards	to	the	raised	issue”.		
	
4.2.5.6	Tutor’s	questionnaire	
The	 tutor	 completed	 the	 unit	 questionnaire	 and	 stated	 that	 she	 explained	 the	
guidelines	and	the	assessment	criteria,	not	only	at	the	beginning	of	the	unit	but	all	
through	 the	 semester,	 whenever	 required.	 She	 also	 emphasised	 that	 she	 gave	
feedback	 continuously,	 orally	 on	 performance	 but	 also	written	 after	 the	 trial.	 She	
indicated	that	asking	for	further	explanation	or	for	questions	was	her	way	of	seeking	
feedback	from	students.	She	also	explained	that	the	unit	questionnaire	is	one	way	to	
gather	 feedback	 from	 students.	 She	 confirmed	 that	 she	 often	 emphasised	 to	
students	the	importance	of	self-study	and	discipline	in	self-practising	outside	of	the	
tutorial	time,	explaining	the	high	standards	and	competency	required	for	this	unit.					
	
4.3	Interviews	
4.3.1	Introduction	
4.3.1.1	Student	participants		
	
I	 had	 25	 students	 participating	 in	 the	 classroom	 observation	 in	 the	 five	 units.	 I	
interviewed	ten	students	 from	different	units.	For	the	purpose	of	de-identification,	
students	who	participated	in	the	interview	are	named	S1	to	S10,	while	students	who	
participated	in	the	classroom	observation	only	are	named	S.		
S1	 is	 a	 mature	 female	 student	 undertaking	 the	 Master	 of	 Interpreting	 and	
Translation.	Started	full	time	and	then	changed	to	part	time.	
S2	 is	 a	 mature	 female	 student	 undertaking	 the	 Master	 of	 Interpreting	 and	
Translation	full	time.	
S3	is	a	mature	female	student	undertaking	the	Graduate	Diploma	in	Interpreting	
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S4	 is	 a	 mature	 female	 student	 undertaking	 the	 Master	 of	 Interpreting	 and	
Translation.		
S5	is	a	mature	female	student	undertaking	the	Bachelor	of	Arts	part	time.	
S6	 is	 a	 mature	 female	 student	 undertaking	 the	 Master	 of	 Interpreting	 and	
Translation	and	works	as	paraprofessional	Arabic	interpreter.	
S7	is	a	mature	male	student	undertaking	the	Master	of	Interpreting	and	Translation.		
S8	 is	 a	 mature	 female	 student	 undertaking	 the	 Master	 of	 Interpreting	 and	
Translation.	
S9	is	a	mature	female	student	undertaking	the	Bachelor	of	Arts	(Dean’s	Scholar).		
S10	 is	 a	 mature	 female	 student	 undertaking	 the	 Master	 of	 Interpreting	 and	
Translation.	
	
4.3.1.2	Tutor	Participants		
I	 interviewed	 five	 tutors:	 three	Arabic	 tutors,	whom	 I	 observed	 in	 the	 classrooms,	
and	two	Chinese	tutors,	whose	classes	were	not	observed.	
T1	is	a	staff	lecturer	and	tutor	with	over	15	years	of	teaching	experience.	She	taught	
Legal	Interpreting	in	the	spring	semester	and	Accreditation	Studies	in	both	Autumn	
and	Spring	semesters.	
T2	 has	 over	 ten	 years	 of	 teaching	 experience.	 She	 taught	 Interpreting	 Skills	 and	
Medical	Interpreting.	
T3	is	a	first-time	tutor	in	a	tertiary	setting.	She	taught	Introduction	to	Interpreting	in	
both	autumn	and	spring	semesters.	
T4	is	a	Chinese	staff	lecturer	and	tutor	with	over	six	years	of	teaching	experience.	
T5	is	a	Chinese	tutor	with	over	15	years	of	teaching	experience.	
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All	 participants12	 were	 interviewed	 using	 a	 semi-structured	 interview	 format.	
Students’	 interviews	 were	 more	 structured	 than	 the	 tutors’.	 However,	 all	
participants	were	given	 the	opportunity	 to	 talk	about	what	mattered	 for	 them	the	
most.	 The	 tables	 are	 an	 attempt	 to	 capture	 the	 participants’	 views	 of	 the	 main	
issues.	 The	 tables	 were	 devised	 to	 cover	 almost	 all	 the	 topics	 predesigned	 in	 the	
interview	 outline.	 Some	 participants	 did	 not	 answer	 some	 of	 the	 questions	 or,	 in	
some	situations,	they	were	not	asked	some	of	the	questions.	
	
In	this	chapter,	I	tried	to	convey	my	participants’	views	of	most	of	the	issues	in	the	
preliminary	interview	outline	to	give	an	overall	picture.	In	the	analysis	chapter,	I	will	
closely	examine	the	salient	themes	that	seem	to	matter	most	to	my	interviewees.	
	
Summarising	 participants’	 views	 according	 to	 the	 interview	 outline	 required	
chunking,	organising	and	summarising	as	they	did	not	necessary	answer	questions	in	
order	 or	 succinctly.	 This	 preliminary	 analysis	 was	 done	 on	 a	 content	 basis	 after	
repeatedly	 reading	 and	 filing	 talks	 according	 to	 the	 main	 issues	 in	 the	 interview	
outline.	 I	 mostly	 used	 the	 interviewees’	 words	 and	 expressions	 in	 the	 tables	 to	
reflect	their	views	accurately.	
	
In	the	interview,	all	participants,	students	and	tutors	were	asked	basically	about	two	
main	issues,	which	were	broken	down	into	sub	questions.	Those	two	main	areas	are:	
A)	 the	 challenges	 they	 face	 in	 the	 process	 of	 teaching	 and	 learning	 community	
interpreting;	 B)	 the	 teaching	 methods,	 style	 and	 the	 learning	 process.	 Interview	
times	varied	between	15	and	75	minutes	but	 those	 two	areas	were	explored	 in	all	
interviews.	However,	interviewees	were	given	the	opportunity	to	focus	on	any	or	all	
of	 those	areas	and/or	 sub	areas	as	 they	wished.	By	 following	 their	 lead,	while	 still	
exploring	all	the	issues,	I	could	tell	which	issue	concerned	my	participants	more.	The	
																																																						
12	The	female	gender	pronoun	will	be	used	to	refer	to	all	participants.	
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interview	 material	 alone	 provides	 very	 rich	 qualitative	 analysis	 material.	 Each	
participant	 expressed	 what	 could	 truly	 be	 called	 a	 philosophy	 about	 interpreting	
teaching	and	learning.	Each	participant	looked	at	the	process	from	a	different	angle,	
through	a	different	lens,	which	shaped	his	or	her	perception	or	view	of	the	process.	
This	 view	 or	 perception,	 in	 many	 if	 not	 all	 cases,	 shaped	 their	 approach	 to	 the	
process	and	consequently	constituted	their	actions	and	activities	and,	 I	would	dare	
say,	even	the	language	they	used	not	only	during	the	interview	but	also	during	the	
classroom	 observation.	 Each	 and	 every	 one	 is	 a	 valid	 view	 and	worth	 studying	 to	
potentially	 shape	 a	 theoretical	 framework,	 or	 at	 least	 be	 part	 of	 a	 theoretical	
framework,	 to	 prepare	 professional	 interpreters	 to	 be	 part	 of	 a	 profession	 that	 is	
taking	 its	 first	 steps	 to	 move	 from	 apprenticeship	 to	 a	 science	 based	 on	 valid	
research	and	theory.	
	
In	this	chapter,	I	will	explore	and	summarise	my	participants’	views	of	the	two	main	
areas	 in	 an	 attempt	 to	 draw	 a	 broad	 picture	 of	 how	 my	 participants	 perceived	
interpreting	teaching	and	learning.	In	the	analysis	chapter,	I	will	scrutinise	how	those	
views	 shaped	 their	 practice	 either	 as	 teacher	 of	 community	 interpreting	 or	 as	
learners.	
	
One	 of	 the	 summarising	 tools	 is	 using	 table	 consisting	 of	 each	 tutor	 participant’s	
views	 on	 each	 of	 the	 sub	 questions	 of	 each	 of	 the	 two	 issues.	 This	 summary	was	
reworded	using	 the	participants’	expressions	and,	 in	some	 instances,	exact	quotes.	
Some	responses	were	uttered	in	Arabic	and	I	translated	them.		
	
The	first	question	for	all	participants	was	a	background	question.	For	tutors,	 it	was	
about	 their	 teaching	experience	expressed	 in	 the	number	of	years.	For	students,	 it	
was	about	the	degree	they	are	studying.	The	first	issue	explored	was	the	challenges	
they	 faced	during	 the	process.	 In	 the	 tutors’	 interview,	 this	 issue	was	explored	via	
seven	particular	sub	questions	or	sub	issues:	
-	Students’	linguistic	competency	
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-	Teaching	interpreting	skills	
-	Students’	extra-linguistic	skills	
-	Variations	of	students’	general	competency	
-	Time	(lack	of	time)	
-	Material	(availability	and	access)	
-	Classroom	size	(this	issue	was	raised	by	one	tutor)	
	
In	 the	 student	 interviews,	 this	 issue	 of	 the	 challenges	 was	 explored	 via	 11	 sub	
questions	or	sub	issues:	
-	Linguistic	competency	
-	Interpreting	skills		
-	Extra-linguistic	knowledge	
-	Time	
-	Material	
-	Dialogue	interpreting	
-	Consecutive	interpreting	
-	Sight	translation	
-	Their	role	
-	Self-study	
-	Streaming:	undergraduate	and	postgraduate,	interpreting	and	translation	
	
The	 second	 issue	 explored	 was	 the	 teaching	 methods	 and	 style.	 In	 the	 tutor	
interviews,	this	issue	was	broken	down	to:	
-	Methods	of	students	participating	in	the	classroom	
-	Group	work,	discussion	and	role-play	
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-	Feedback	to	students	
-	Feedback	from	students	
-	Student’s	role	and	awareness	
-	Theory	
In	the	student	interviews	teaching	methods	was	explored	via	sub	questions:	
-	Clarity	of	feedback	
-	Clarity	of	instructions	
-	Feedback	to	tutors	
-	Theory	
	
Both	 tutors	 and	 students	 were	 asked	 about	 their	 view	 of	 screening	 or	 entry	
examination.	 Tutors	 were	 asked	 about	 supervision	 over	 tutorials	 to	 ensure	
uniformity	 and	 consistency.	 Students	 were	 asked	 about	 improvement	 either	 from	
their	side	or	from	the	university	or	the	school	side.	
	
It	is	important	to	state	the	obvious	that,	for	the	purpose	of	this	study	and	because	of	
its	focus	and	limitation,	it	is	not	possible	to	report	all	the	findings.	The	tables	give	a	
brief	 idea	 about	 almost	 all	 the	 issues	 explored	 in	 the	 interviews;	 the	 descriptive	
below	 the	 table	 gives	 more	 details	 about	 some	 of	 the	 issues	 that	 are	 deemed	
important	 while	 later	 in	 the	 analysis,	 the	 issues	 that	 constitute	 the	 core	 of	 the	
practice	and	 that	 is	 relevant	 to	 the	core	data	of	 the	 study	 (which	 is	 the	classroom	
observation)	will	be	examined.	
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4.3.2	Tutors’	interviews	
		
Table	4-32:	Tutors'	interviews	summary	
	
Issue	
T1	 T2	 T3	 T4	 T5	
Years	 of	
experience	
15+	 10+	 1st	year	teaching	 6+	 15+	
Linguistic	
competency	
Everything	boils	
down	to	
competency 
Extremely	
important/challen
ging	especially	in	
English 
Very	few	have	
problems	
especially	in	
English 
Challenging	for	
students	
especially	in	
English 
Challenging	 in	
both	 languages/	
more	in	English	
Interpreting	skills	 Challenging	
because	students	
are	not	
linguistically	
competent 
Can	be	much	
easier	to	teach	if	
students	are	more	
linguistically	
competent 
Challenging	as	
students	had	just	
started	to	learn	
interpreting 
Challenging	for	
students,	not	for	
me,	if	they	are	still	
struggling	with	
the	language 
Challenging	
Time		 Challenging	
especially	in	ACC	
because	students	
are	ill-equipped	
for	this	level 
Challenging	
especially	for	
heavy	content	
units	such	as	
medical	and	legal. 
Not	enough	for	
students	to	make	
progress	in	
knowledge	and	
skills 
Challenging	
because	we	have	
to	cover	too	much	
and	of	the	
students’	
different	
background 
Challenging	
because	the	
classroom	size	
and	the	number	
of	times	each	
student	has	the	
opportunity	to	
participate 
Challenging	 and	
not	enough	
Variation	 in	
students’	
competency	
Was	not	
mentioned	
explicitly/spoke	
more	about	the	
whole	cohort	lack	
of	proficiency 
Challenging	
because	I	have	to	
get	it	right	so	not	
too	difficult	to	
frustrate	students	
and	gratifying	
enough	to	push	
students	further 
Challenging	
because	you	do	
not	want	to	go	so	
slowly	bore	
competent	
students	or	too	
fast	to	discourage	
struggling	
students.	Also	
assessments	have	
to	be	fair 
Was	not	
considered	as	
challenging	to	the	
tutor	but	looked	
at	as	“everyone	
has	strengths	and	
weakness	and	
they	help	each	
other”	
Challenging	
Extra-linguistic	
competency	
Implicitly	
mentioned	as	
bicultural	
competency	and	
very	challenging	
as	students	‘local	
but	do	not	really	
live	here…	do	not	
know	the	system” 
Implicitly	
mentioned	as	the	
content	of	units	
such	as	medical	
and	legal.	Seen	as	
a	challenge	to	
teach	in	such	
short	time	and	
lack	of	linguistic	
competency 
Implicitly	
mentioned	as	
knowledge	of	the	
systems:	
education	and	
welfare 
Implicitly	
mentioned	as	
knowledge	of	
different	setting	
background	that	
the	tutor	
incorporated	into	
the	class	
activities.	It	was	
referred	to	also	as	
‘life	experience	 
Yes	 challenging	
especially	 for	
undergraduate	
and	 international	
students	
Classroom	size	 Not	mentioned Not	mentioned Not	mentioned Double	edged	
sword,	you	want	
class	big	enough	
to	have	a	rich	
discussion	but	not	
too	big	so	every	
student	has	the	
opportunity	to	
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participate 
Material	 Not	mentioned Dialogues	are	not	
easy	to	find 
Dialogues	and	
authentic	Arabic	
material	is	not	
easy	to	find	 
Students	find	it	
difficult	to	get	
dialogues	for	their	
own	practice 
	
Method	 of	
participating	 in	
class	
	 Combination/	
choosing	students	
by	name	can	be	
stressful	but	is	
used	for	students	
who	are	reluctant	
to	volunteer 
Combination/by	
attendance	sheet	
for	assessment	
and	when	short	of	
time 
Going	by	the	
attendance	sheet 
Taking	turns	
Group	 work/	
discussion/role	
play	
Time	consuming/	
does	not	really	
agree	with	
culture/wish	to	do	
more 
Time	consuming/	
can	be	distracting	
for	students 
Time	consuming 
Done	it	once	or	
twice 
Got	to	do	at	least	
two	activities	in	
each	tutorial 
Too	 time	
consuming	
Feedback	 to	
students	
Constant	on	their	
performance/	
written	in	the	
trial/advice	about	
their	readiness	for	
the	ACC 
	One	of	the	main	
categories	in	
analysis 
Clear/specific/	try	
to	help	them	
reflect	on	the	
difficulties	and	
how	they	
overcome	it,	try	
to	motivate	them	
to	take	
responsibility	for	
their	own	learning 
Always	positive 
Talk	to	students	
individually	if	
there	is	any	
concern 
Mostly	by	giving	
different	options	
and	alternatives	
either	
linguistically	or	
situational 
Right	 after	 each	
rendition,		
All	the	time,	
specifying	
whether	it	is	
grammatical	or	
situational 
Feedback	 from	
students	
Always	checking	
for	understanding 
The	survey	at	the	
end	of	each	unit 
Using	students’	
reflection	about	
the	difficulties	
they	face	as	
source	of	
feedback	to	know	
what	to	offer	
them	to	help	
them	improve 
Asking	students	
about	how	to	
arrange	the	
classroom	
activities 
Only	once	in	
relation	of	a	video	
shown	in	the	class 
By	asking	if	they	
have	any	
questions. 
The	 survey	 at	 the	
end	of	each	unit	
Students’	role	 Looked	at	it	from	
different	
perspective. 
Students’	passion	
can	be	the	drive	
of	awareness	and	
autonomous	
learning	and	self-
auditing	and	
development	 
	
Mostly	
Committed	and	
welling	to	put	in	
the	effort	but	take	
passive	role. 
Students	studying	
interpreting	units,	
as	electives	are	
hard	to	motivate	
because	they	do	
not	see	the	
relevance	to	their	
career. 
They	want	to	do	
well,	but	do	not	
take	initiatives 
Committed,	learn	
gradually	how	to	
study	for	
interpreting,	
welling	to	try	new	
strategies 
They	get	to	learn	
how	to	study	for	
interpreting	
because	they	
study	many	
interpreting	units	
in	their	courses. 
Is	repletion	
enough	to	teach	
students	their	
role? 
Theory	 Enough,	cannot	
do	more	because	
lots	need	to	be	
covered	because	
of	students’	
proficiency	level 
Enough	and	
applicable. 
Need	to	have	
more	language	
specific	examples	
to	explain	theory	 
Need	to	
encourage	
students	to	read	
more 
Enough Enough 
Students	do	not	
like	to	study	
theory	because	it	
is	difficult	for	
them 
Enough		
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Streaming	 UG	
and	PG	
Was	not	
mentioned 
Have	to	mention	
it	is	Australian 
	
Thinks	it	is	good	
as	PG	students	are	
more	committed	
and	motivated 
Not	sure,	it	is	
complicated 
Does	not	think	is	
good	idea	as	both	
have	their	
strength	and	the	
help	and	
complement	each	
other 
Yes,	Chinese	PG	
students	are	
competent	in	
English	cause	they	
did	four	years	of	
study	 
Supervision	 for	
tutorials	
Sure	can	be	
improved 
More	close	
supervision	on	
tutorial	is	needed	
in	relation	to	
teaching	to	
ensure	uniformity 
More	support	in	
relation	to	
material	would	be	
good 
	 	
Entry	
(screening)exam	
Seen	as	a	must 
Talked	about	it	for	
7	minutes. 
Should	be	done	
across	all	
universities 
	
Very	important	at	
least	to	ensure	
linguistic	
competency 
Yes.	Also	to	
provide	help	in	
weak	areas	such	
as	grammar	 
Compared	the	
pros	&	cons 
Yes	
	
	
4.3.2.1	Challenging	aspects	
All	 tutors	 identified	 students’	 linguistic	 competency	 as	 a	 challenging	 aspect	 of	 the	
teaching	 and	 learning	 process	 with	 varying	 levels.	 Tutor	 one	 (T1),	 for	 example,	
identified	 students’	 linguistic	 lack	 of	 competency	 as	 the	 contributing	 factor	 of	 all	
difficulties	of	the	process,	stating	“everything	boils	down	to	competency”.	She	finds	
teaching	 interpreting	 skills	 challenging	 because	 students	 are	 not	 linguistically	
competent.	 She	 also	 finds	 that	 time	 is	 not	 enough	 as	 students	 are	 “ill	 equipped”	
especially	 at	 the	 accreditation	 level.	 	 T1	 was	 so	 focused	 on	 this	 issue	 during	 the	
interview	and	brought	it	up	when	discussing	every	aspect	of	the	process.		She	used	
an	 interesting	 analogy	 as	 she	 compared	 linguistic	 and	 bi-culture	 competency	with	
the	 importance	of	having	a	pair	of	hands:	“If	you	do	not	have	pair	of	hands	 ...	you	
cannot	play	piano…	no	matter	what”.	 	T2’s	views	are	in	agreement	that	because	of	
students’	 insufficient	 linguistic	 competency	 as	 she	 explicitly	 stated	 that	 it	 is	
challenging	 to	 teach	 and	 practise	 interpreting	 skills	 enough	 to	 ensure	 progress	 if	
students	are	not	mastering	the	languages.	T3,	T4	and	T5	are	also	of	the	same	view	
especially	when	 it	 comes	 to	 students’	 command	 of	 English.	 T4	 however	 raised	 an	
interesting	 point	 as	 she	 explained	 that	 the	 lack	 of	 linguistic	 competency	 does	 not	
necessarily	present	a	challenge	for	her	as	a	tutor	but	rather	for	the	students,	as	she	
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added	“the	teaching	is	the	same…it	is	challenging	for	the	students…it	is	hard	to	cope	
when	they	struggle	with	the	language	to	start	with.”		
	
Time	was	also	perceived	as	a	difficult	issue	in	teaching	interpreting	by	all	tutors	for	
different	 reasons.	 As	 mentioned	 earlier,	 T1	 attributed	 the	 difficulty	 to	 students’	
linguistic	incompetency	while	T2	identified	time	is	as	a	challenging	aspect	in	relation	
to	progress.	She	stated	that	is	the	case	in	all	units	and	especially	in	the	heavy	content	
subjects	such	as	Medical	Interpreting	and	Legal	Interpreting.	She	added	that	the	time	
available	is	not	enough	to	“ensure	substantial	progress	to	equip	the	students	to	the	
level	 of	 accreditation	 exam”.	 She	 explained	 that	 it	 is	 unrealistic	 to	 expect	 “real	
progress”	 in	 12	 weeks,	 which	 is	 the	 duration	 of	 a	 unit.	 T3	 viewed	 time	 as	 a	
challenging	 aspect	 because	 of	 “students’	 different	 qualification	 and	 occupational	
background”.	She	explained	that	there	are	many	topics	to	be	covered	and	she	had	to	
take	 into	 consideration	 the	 variation	 of	 students’	 background.	 T4	 sees	 time	 as	
problematic	because	of	 the	 large	classroom	size,	which	does	not	allow	students	 to	
actively	practise	interpreting	enough	in	the	tutorial.		
	
The	variation	in	students’	competency	was	perceived	to	be	challenging	by	two	tutors	
(T2	and	T3)	because	 it	 requires	a	 lot	of	effort	and	consideration	 to	 strike	 the	 right	
balance	 in	 order	 to	manage	 the	 teaching,	 so	 it	 is	 not	 too	difficult	 to	 frustrate	 and	
alienate	the	struggling	students,	and	challenging	enough	not	to	bore	the	rest	of	the	
class.	T2	was	still	concerned	and	focused	on	the	issue	of	progress,	and	explained	that	
the	 variation	 in	 students’	 competency	 presents	 a	 challenge	 to	 her	 in	 choosing	
material	and	activities	to	ensure	that	all	students	achieved	the	required	progress.	T3	
added	that	it	is	challenging	to	make	assessments	fair	for	all	students	when	there	is	a	
high	 variation	 level	 in	 their	 competency.	 T4	 however	 did	 not	 see	 the	 variation	 in	
students’	 competency	 as	 a	 challenging	 aspect	 as	 she	 explained	 “everyone	 has	
strengths	and	weaknesses	and	students	help	each	other.”	
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Extra-linguistic	 knowledge	 was	 implicitly	 mentioned	 and	 explored	 as	 a	 source	 of	
difficulty	because	students	do	not	know	the	different	setting	in	Australia	or	how	the	
medical	and	legal	system	work	either	because,	as	described	sarcastically	by	T1,	“they	
are	 local	 but	 they	 are	 isolated	 and	 do	 not	 live	 here”,	 or	 because	 they	 are	
international	 students	as	T4	described	 the	majority	of	 the	Chinese	students.	Extra-
linguistic	knowledge	was	also	referred	to	as	“life	experience”	by	T4	who	added	that	
postgraduate	students	usually	are	more	privileged	to	have	such	knowledge	because	
of	their	life	experience.			
	
The	 classroom	 size	was	 not	 initially	 listed	 as	 one	 of	 the	 possible	 challenges	 in	 the	
teaching	 process	 because	 the	 Arabic	 tutorials	 do	 not	 usually	 have	 a	 large	 student	
number.	The	classroom	size	issue	was	raised	as	a	significant	challenge	by	T4	(Chinese	
tutor).	 Interestingly,	T4	described	the	classroom	size	as	“double	edged	sword”.	She	
then	added,	“you	want	to	have	a	class	big	enough	to	have	a	rich	discussion	but	not	
too	big	so	that	students	have	a	chance	to	practise”.	T4	continued	to	elaborate	on	her	
strategy	to	deal	with	this	 issue.	She	informed	me	that	 if	the	student	number	 is	too	
small	to	create	a	rich	discussion,	she	borrows	ideas	from	another	class	to	ignite	the	
discussion.	 She	 also	 added	 that	 she	 uses	 the	 attendance	 sheet	 to	 ensure	 that	 all	
students	have	an	equal	opportunity	to	participate	in	the	class.	Although	the	issue	of	
classroom	size	was	not	 initially	an	 issue	that	was	explored	 in	relation	to	the	Arabic	
tutorials,	reflecting	on	some	classroom	activities,	it	could	be	a	contributing	factor	to	
particular	practices	as	it	will	be	discussed	in	the	analysis.	
	
Material	 did	 not	 seem	 to	 present	 much	 challenge	 to	 tutors	 except	 for	 dialogue	
material	 used	 for	 students’	 own	 practice.	 T1	 did	 not	mention	 the	 issue	 at	 all	 but	
interestingly	her	students	had	a	lot	to	say	about	this	issue	as	will	be	discussed	shortly	
in	the	student	interviews	section.	
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4.3.2.2	Teaching	methods		
In	 relation	 to	 teaching	 methods	 and	 classroom	 dynamics	 and	 communications,	
tutors	 talked	 about	 many	 issues	 and	 all	 of	 them	 elaborated	 except	 for	 T5.	 They	
answered	 direct	 questions	 such	 as	 “how	 do	 you	 choose	 students	 to	 take	 turns	 to	
participate	in	the	class?”	but	when	they	talked	about	their	practice	in	the	classroom,	
they	 were	 elaborate	 and	 reflective	 and	 answered	 questions	 in	 great	 depth	 with	
examples	 and	 that	 reflected	 their	 passion	 about	 the	 process	 and	 their	 attitude	
towards	the	practice	which	shaped	their	practice.	 In	order	to	highlight	that	passion	
and	 attitude,	 I	will	 explore	 each	 tutor’s	 views	 in	 relation	 to	 feedback	 to	 and	 from	
students,	methods	of	student	participation	in	the	class,	as	well	as	their	views	about	
the	 students’	 roles	 and	 their	 own	part	 in	 raising	 their	 students’	 awareness	of	 that	
role.	
	
Tutor	one	(T1)	explained	that	feedback	was	a	constant	affair	in	the	tutorial	as	it	was	
given	 orally	 about	 “students’	 performance”	 during	 the	 class,	 and	 in	 written	 form	
after	 assessments	 and	 the	 trial	 exam	 in	 Accreditation	 Studies.	 Interestingly,	 she	
stated	 that	 feedback	 was	 given	 to	 students	 in	 Accreditation	 Studies	 about	 their	
readiness	to	sit	the	exam.	This	view	and	description	of	feedback	reflects	the	tutor’s	
view	about	the	process,	her	interest	in	the	end	product	‘performance’,	and	her	role	
in	it,	as	was	described	by	her	words,	to	“uphold	the	standards	of	the	course	and	the	
profession”.	She	 continued	 to	explain	 in	 very	 strong,	passionate	 language	 that	 she	
agonised	over	her	students	who	have	many	work	and	family	commitments	trying	to	
do	the	accreditation	exam	while	she	knew	that	they	could	not	pass	because	of	their	
proficiency	level.	She	also	continued	that	there	were	no	prerequisites	to	sit	the	exam	
except	 completing	 the	 trial	 exam,	 regardless	 of	 their	 performance	 in	 it.	 She	
expressed	 her	 disappointment	 at	 the	 lack	 of	 support	 from	 the	 university	 in	 that	
matter	as	students	were	given	many	chances	to	sit	the	accreditation	exam,	while	it	
was	very	obvious	that	they	were	unable	to	pass	it.		
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She	 brought	 up	 students’	 competency	 issues	 and	 also	 talked	 about	 her	 role	 “to	
uphold	 the	 profession	 standards	 …	 their	 performance	 is	 indefensible”.	 The	
frustration	 and	 disappointment	was	 very	 evident	 in	 her	 talk.	 That	 disappointment	
and	 frustration	 was	 communicated	 successfully	 to	 her	 students	 especially	 in	 the	
Accreditation	 Studies	 tutorials	 but	 interpreted	wrongly	 as	will	 be	 discussed	 in	 the	
analysis	 chapter.	 T1	 stated	 that	 she	 gets	 students’	 feedback	 by	 checking	 for	
understanding	and	via	the	end-of-	semester	unit	survey,	but	during	the	interview	she	
explicitly	said	that	she	knew	students’	views	and	thoughts	about	her.	She	explicitly	
quoted	what	 students	 call	 her.	 This	 indirect	 feedback	 from	 students	 to	 tutor	 was	
communicated	surprisingly	accurately.		
	
T1	was	reflective	and	thoughtful	when	she	talked	about	group	work	and	discussions	
in	the	classroom.	First	she	stated	that	it	is	time	consuming	but	continued	to	say	that	
she	 would	 like	 to	 have	 more	 discussion	 activities,	 acknowledging	 the	 fact	 that	
teaching	 is	 now	 leaning	 towards	 a	 student-centred	 approach.	 She	 seemed	 to	 be	
thinking	aloud	in	the	interview	when	she	argued	that	“it	is	also	a	culture	issue	...	that	
is	 how	we	have	been	 taught	…	 like	 I	 am	 the	 teacher	 and	 that	 is	 how	 it	 should	be	
done.”	 Then	 she	 thoughtfully	 restated	 that	 she	 wished	 there	 had	 been	 more	
discussion	in	the	classroom.		
	
T1	 seemed	 to	 expect	 students	 to	 be	 aware	 of	 their	 active	 role	 in	 the	 learning	
process.	I	teased	out	that	response	by	reminding	her	of	one	of	her	lectures,	when	I	
was	a	student,	when	she	said,	“you	have	to	have	the	passion	for	the	languages.”	She	
then	 affirmed	 that	 generally	 very	 few	 interpreting	 students	 have	 this	 passion	 and	
continued	 to	 state	 that	 this	 “passion	 is	 the	 drive	 for	 awareness,	 self-auditing,	
development	and	autonomous	learning.”	
	
T1’s	response	to	the	question	on	a	screening	or	entry	exam	was	explicitly	stated	at	
the	 very	 beginning	 of	 the	 interview,	 as	 she	 strongly	 believed	 that	 it	 is	 extremely	
important	 to	 have	 a	 screening	 exam	 to	 ensure	 a	 high	 level	 of	 standard	 of	
	 152	
competency	to	start	with.	She	repeatedly	expressed	this	view	 in	relation	to	almost	
every	 challenge	of	 the	 teaching	 and	 learning	process.	 She	 explained	her	 efforts	 to	
have	a	screening	exam	not	only	in	this	university	but	across	all	teaching	institutions	
emphasising	 its	 importance	 to	 ensure	 high	 professional	 standards	 as	 well	 as	 to	
enable	examining	teaching	efficiency.	She	explained	that	if	there	is	no	baseline,	it	is	
impossible	 to	 evaluate	 the	 teaching	 process	 because	 the	 students	 starting	
competency	is	unknown.	This	issue	was	obviously	another	source	of	frustration	to	T1	
as	 she	 stated	 that,	 using	 her	 own	 words,	 “I	 fought	 so	 hard	 for	 it	 ….	 and	 was	
ostracised	at	the	end.”	
	
It	 is	worth	highlighting	T1’s	passion	for	the	profession	as	it	was	evident	in	her	tone	
and	 language	 choices.	 It	 is	 very	 important	 also	 to	 conclude	 by	 saying	 that	 she	
seemed	to	look	at	the	big	picture	beyond	the	classroom.	She	was	concerned	about	
the	profession	and	so	 focused	on	 ‘upholding	the	profession’s	standards’	but	at	 the	
same	time	she	was	concerned	with	her	students.	She	admitted	that	there	was	room	
for	 improvement	 in	 supervising	 the	 tutorials	more	 closely.	 She	 also	 seemed	 to	 be	
aware	of	her	own	persona	as	a	perfectionist	as	she	answered	my	direct	question,	“T1	
do	 you	 consider	 yourself	 a	 perfectionist?”	 	 with	 “yes…	 but	 I	 am	 pragmatic	 at	 the	
same	time.”			
	
Tutor	 2	 described	 the	 feedback	 to	 students	 first	 as	 specific	 and	 clear.	 She	 was	
obviously	aware	and	reflective	of	the	purpose	of	the	feedback	as	she	explained	that	
through	the	feedback	that	she	tried	to	help	students	to	“reflect	on	the	difficulties”	
and	 “to	 find	 strategies	 to	 overcome	 those	 difficulties.”	 As	 she	 talked	 about	 the	
feedback,	 she	brought	up	the	students’	 role	 issue.	She	explained	that,	 through	the	
feedback,	she	tries	to	“motivate	them	to	take	responsibility	for	their	own	learning.”	
T2	 talked	 about	 autonomous	 learning	 and	 that	 students	 need	 to	 learn	 how	 to	
evaluate	their	progress	constantly.	
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T2	thoughtfully	stated	that	she	used	students’	reflections	on	the	difficulties	they	face	
as	a	feedback	from	students	to	identify	areas	they	need	to	improve	and	help	them	in	
those	 areas.	 Again,	 T2	 looked	 at	 feedback	 either	 to	 or	 from	 students	 as	 a	 tool	 to	
improve	‘progress’	and	that	is	very	evident	in	her	classroom	practice.	
T2	seemed	to	take	the	responsibility	for	raising	her	students’	awareness	of	their	role,	
as	 she	 repeatedly	 spoke	 of	 how	 it	 is	 hard	 sometimes	 to	 ‘motivate’	 students.	
Generally,	 she	 commended	 her	 students	 as	 being	 committed	 and	 willing	 to	 work	
hard	 “but	 take	 a	 passive	 role”,	 but	 at	 the	 same	 time	 she	 seems	 to	 take	 the	
responsibility	for	motivating	them.	She	added	that	it	is	harder	to	motivate	students	
when	they	do	not	see	the	relevance	of	 interpreting	to	their	career	as	 it	 is	 the	case	
when	students	take	up	interpreting	units	as	electives.	
	
T2	found	that	group	work	and	discussions	are	time	consuming	and	can	be	distracting	
to	 students.	 She	 expressed	 that	 she	 prefers	 to	 have	 students	 volunteer	 to	 avoid	
putting	some	students	on	the	spot,	but	she	uses	a	combination	of	methods	to	urge	
reluctant	 students	 to	 actively	 participate	 in	 the	 class.	 She	 also	was	 on	 the	 side	 of	
having	 a	 screening	 exam	 to	 “at	 least	 ensure	 adequate	 linguistic	 competency”.	She	
also	saw	that	there	is	a	room	for	improvement	in	relation	to	supervising	tutorials	not	
only	 in	 relation	 to	 administrative	 issues	 but	 also	 in	 relation	 to	 teaching	 to	 ensure	
‘uniformity.’		
	
Tutor	 3	 described	 her	 feedback	 to	 students	 as	 “always	 positive	 and	 encouraging”	
and	added	that	she	would	talk	to	students	individually	if	there	was	any	concern.	She	
sought	students’	feedback	in	relation	to	classroom	activities	management	as	in	what	
order	 to	 do	 them.	 She	 stated	 that	 students	 wanted	 to	 do	 well	 “but	 do	 not	 take	
initiative”.	 T3	 expressed	 a	 great	 deal	 of	 empathy	 to	 her	 students	 as	 she	
acknowledged	 the	 difficulty	 of	 being	 mature	 students	 with	 work	 and	 family	
commitments.	 She	 also	 expressed	 respect	 and	 unity	 with	 her	 students	 saying,	 “I	
learn	from	them	as	they	learn	from	me”.		
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T3	 was	 in	 agreement	 regarding	 the	 screening	 exam	 explaining	 that	 it	 would	 be	
informative	to	the	teaching	institution	to	provide	extra	support	or	help	in	weak	areas	
such	as	grammar.	She	said	that	extra	help	from	the	school	or	the	unit	co-ordinator	in	
relation	to	sources	for	material	would	be	helpful.	
	
T3	 was	 passionate	 about	 teaching	 and	 her	 students.	 She	 also	 was	 aware	 of	 her	
practice	 and	 obviously	 capable	 of	 self-auditing.	 She	 could	 identify	 areas	 of	
improvement	 in	 her	 practice.	 For	 example,	 she	 pointed	 out	 in	 the	 interview	 that	
homework	should	be	more	specific.	
	
Tutor	4	was	reflective	and	thoughtful	during	the	interview	and	gave	many	examples	
as	 she	 appreciated	 the	 fact	 that	 I	 did	 not	 have	 the	 advantage	 of	 observing	 the	
classroom.	Her	views	of	the	feedback	were	new	and	strategic.	She	explain	that	she	
gave	 feedback	by	giving	options	and	alternatives	either	 linguistically	or	 situational.	
She	provided	many	examples	 from	the	classroom	when	giving	variant	alternatives;	
she	was	able	to	expose	students	to	various	registers	 for	different	settings	and	that	
way	she	was	implicitly	including	language	enhancing	activities	as	well	as	familiarising	
students	 with	 different	 settings.	 T4	 admitted	 that	 she	 sought	 feedback	 from	
students	once	in	relation	to	showing	a	video	in	class.	She	stated	that	she	tried	to	be	
accessible	 to	 students	 by	 introducing	 them	 to	 the	 academic	 culture	 in	 Australia,	
which	is	different	to	the	Chinese	culture	where	there	is	a	gap	between	students	and	
teachers.	
	
In	relation	to	the	students’	role,	T4	was	aware	of	the	nature	of	the	students’	way	of	
studying	and	the	nature	of	interpreting	learning	as	she	described	“you	cannot	study	
the	book	 ...	 then	go	 sit	 the	 interpreting	exam.”	 She	understood	 that	 changing	 this	
approach	to	learning	takes	time	but	affirmed	that	students	are	generally	open	to	try	
new	strategies.	
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T4	 seemed	 to	 have	 a	 positive	 attitude	 to	 the	 process	 in	 general	 and	 was	 able	 to	
devise	 ways	 to	 deal	 with	 problematic	 issues	 such	 as	 her	 strategy	 to	 initiate	 rich	
discussions	 in	 a	 small	 class.	 She	 actually	 saw	 that	 combined	 classes	 for	
undergraduate	and	postgraduate	students	can	have	a	positive	side.	She	added	that	
undergraduates	are	usually	linguistically	more	competent	while	postgraduates	have	
more	world	knowledge	and	they	complement	and	help	each	other	in	the	classroom.	
She	emphasised	the	importance	of	discussion	activities	in	the	classroom,	when	they	
“have	to	do	two	discussion	activities	in	each	tutorial.”	She	was	non-committal	to	the	
idea	of	a	screening	exam	and	explored	its	advantages	and	disadvantages,	but	did	not	
seem	to	be	very	keen	on	the	idea	and	did	not	consider	not	having	a	screening	exam	
to	be	a	big	problem	in	teaching	interpreting.	
	
Tutor	5	was	an	exception.	She	was	not	elaborate	and	answered	my	questions	with	
very	 short	 answers	without	 any	 examples.	 She	 did	 not	 seem	 to	 be	 thinking	much	
about	them	and	the	whole	 interview	lasted	15	minutes.	She	simply	stated	that	her	
students	take	turns	to	interpret	in	the	class	and	group	work	and	discussions	are	time	
consuming.	 She	 stated	 that	 she	 gave	 feedback	 to	 students	 immediately	 after	 each	
rendition	 to	 tell	 them	whether	 they	made	grammatical	or	 situational	mistakes	and	
sought	students’	feedback	by	asking	if	they	had	any	questions.	She	also	stated	that	
students	know	their	role	and	how	to	study	for	interpreting	because	they	study	many	
interpreting	units.				
	
4.3.3	Student	interviews	
4.3.3.1	The	challenges	
Linguistic	competency	was	viewed	as	a	problematic	aspect	of	 learning	 interpreting	
by	 the	 majority	 of	 students.	 Eight	 students	 identified	 at	 least	 one	 aspect	 or	
component	of	 linguistic	competency	to	be	challenging.	Six	of	 those	students	 found	
that	their	inadequate	proficiency	in	English	presented	significant	difficulty	in	learning	
interpreting.	 Some	 students	were	particular	 about	 certain	 aspects	 of	 the	 language	
and	 deemed	 them	 problematic.	 For	 example,	 two	 students	 found	 specialised	
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terminology	 is	 difficult	 while	 one	 student	 identified	 English	 pronunciation	 as	 a	
problematic	issue	as	she	spoke	with	a	strong	French	accent.	Two	students	found	all	
aspects	of	the	English	difficult	such	as	understanding	and	expressing	ideas	in	English.	
One	student	expressed	that	 linguistic	competency	did	not	present	any	difficulty	for	
her	learning	either	Arabic	or	English.	Two	students	found	dealing	with	high	register	
formal	Arabic	challenging.	
	
Interpreting	 skills	 were	 not	 perceived	 as	 problematic	 or	 challenging	 as	 linguistic	
competency.	 However,	 all	 but	 one	 student	 found	 note-taking	 and	 memory	
challenging	 aspects	 of	 interpreting	 skills	 while	 four	 of	 them	 found	 dealing	 with	
difficult	 structure	problematic.	 Interestingly,	 those	 students	 identified	dealing	with	
difficult	structure	as	a	part	of	the	interpreting	skills	and	not	a	linguistic	issue.	S4	for	
example,	 did	 not	 find	 linguistic	 competency	 to	 present	 any	 major	 difficulty	 in	
learning	 interpreting	 but	 identified	 dealing	 with	 complex	 structure	 as	 challenging	
skill	to	learn	and	master.	
	
Extra-linguistic	 knowledge	 was	 not	 perceived	 as	 a	 difficult	 part	 of	 learning	
interpreting.	Students	did	not	consider	it	problematic	as	they	explained	that	it	could	
be	easily	overcome	by	reading.	However,	at	least	four	students	stated	that	dialogue	
interpreting	 is	 an	easy	mode	 to	 learn	because	of	 the	 familiarity	of	 topics,	which	 is	
extra-linguistic	knowledge.	
	
Regarding	time,	students	talked	about	it	in	relation	to	three	issues:	classroom	time,	
time	 for	 doing	 assignments	 and	 self-study,	 and	 time	 to	 cover	 certain	 components	
such	as	theory.	Four	students	talked	about	the	time	as	a	problematic	issue	because	
of	work	and	family	commitments	and	one	of	them	changed	from	studying	full	time	
to	part	time	to	overcome	this	problem.	Three	students	talked	about	time	wasted	in	
the	classroom.	One	of	them	explained	that	she	does	not	have	any	problem	when	it	
comes	to	time	to	study	but—	as	she	continued	to	explain—“it	is	frustrating	to	sit	in	
some	 tutorials	 and	 waste	 so	 much	 time	 that	 could	 be	 very	 well	 used	 practising	
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especially	it	is	hard	to	organise	group	studying	to	practise	interpreting	outside	of	the	
classroom.”		One	student	explained	her	situation	saying	“I	drive	for	75	minutes	to	uni	
and	75	minutes	back	home	for	two-hour	tutorial	….	do	you	have	any	idea	how	it	feels	
leaving	my	 child	 in	 child	 care	 to	 sit	 in	 the	 class	where	most	of	 the	 time	wasted	 in	
irrelevant	conversations…I	do	not	 learn	anything	…	but	there	 is	80%	attendance…	I	
have	to	come.”	Two	students	made	comparisons	between	different	tutors	in	relation	
to	 time	management	 in	 the	 tutorials.	 One	 student	 said	 “most	 of	 us	 [are]	 doing	 a	
Master’s	 degree	 ….	 I	 think	 they	 [university]	 have	 to	 take	 that	 into	 consideration	
when	they	choose	the	tutors.”	Two	students	talked	about	classroom	time	not	being	
enough	for	practising	and	covering	enough	examples	to	understand	theory,	but	one	
of	them	explained	she	compensated	for	that	through	her	work	as	paraprofessional	
interpreter.		
	
All	 students	acknowledged	 that	 the	 Internet	 is	a	good	source	of	material.	 Some	of	
them	explained	that	evaluating	 the	material	as	suitable	 is	also	 time	consuming.	All	
students	agreed	that	finding	authentic	material	for	dialogue	practice	is	problematic	
in	relation	to	material.	Some	of	them	also	said	that	finding	authentic	Arabic	material	
is	not	as	easy	as	English.	
	
One	student	 (S10)	did	not	 find	any	of	 the	previous	 issues	challenging	or	 faced	any	
difficulties	in	learning	because	of	them.	S10	however,	raised	two	important	issues	in	
the	 interview,	as	well	as	 in	the	classroom	during	the	observation:	 	A)	 in	relation	to	
the	 material	 used	 in	 the	 classroom,	 she	 often	 expressed	 her	 views	 that	 having	
previous	 access	 to	 scripted	 and	printed	material,	 then	using	 it	 in	 the	 classroom	 in	
interpreting	 activities	 is	 useless.	 This	 particular	 student	 talked	 about	 this	 at	 least	
twice	during	the	classroom	observation	in	two	units;	B)	she	repeatedly	talked	about	
the	 difficulty	 of	 doing	many	 tasks	 in	 a	 quick	 succession.	 She	 often	 expressed	 her	
struggle	 to	 listen	 attentively,	 comprehend,	 analyse	 the	 text,	 take	 notes,	 make	
decisions	about	translations	and	interpret	in	very	short	space	of	time.	
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All	 students	 found	 dialogue	 interpreting	 easier	 than	 consecutive	 interpreting	 and	
sight	translation	and	they	were	able	to	identify	the	reasons:	short	segments,	familiar	
topics,	and	informal	and	easy	register.	Interestingly,	students	identified	the	source	of	
difficulty	in	consecutive	interpreting	very	accurately;	even	students	at	the	beginning	
of	their	learning	process.	All	students	basically	talked	about	the	processing	capacity	
but	using	their	own	words.	They	explained	over	and	over	how	hard	it	is	for	them	to	
strike	the	right	balance	and	divide	their	attention	equally	between	listening	actively,	
taking	 meaningful	 notes	 and	 providing	 coherent	 fluent	 rendition.	 Some	 of	 them	
talked	about	the	difficulty	of	analysing	high	register	complex	text	while	taking	notes	
and	 working	 out	 proper	 translation	 for	 rendition.	 All	 interviewed	 students	 were	
insightful	when	they	talked	about	the	difficulty	of	consecutive	interpreting.		
	
The	same	was	the	case	when	students	reflected	on	the	source	of	difficulty	 in	sight	
translation.	Nine	students	identified	that	dealing	with	complex	structure	is	the	main	
source	 of	 difficulty,	 especially	 in	 Arabic.	 S10	 stated	 that	 she	 did	 not	 have	 any	
problem	 in	 sight	 translation	 adding	 “hey	 it	 [the	 text]	 is	 all	 there	 in	 front	 of	 your	
eyes”.			
			
4.3.3.2	Students’	role	and	self-study	
Students	responded	to	the	issue	of	self-study	and	their	role	in	the	process	of	learning	
in	 different	 ways;	 some	 acknowledged	 the	 need	 for	 more	 self-study	 while	 others	
complained	about	assessments	being	time	consuming	and	some	explained	that	they	
study	regularly.	However,	there	is	one	common	characteristic	in	all	their	responses:	
it	was	expressed	in	very	general	and	broad	terms.	All	of	them	used	the	word	practice	
and	 study	 interchangeably.	 Listening,	 reading	 and	 interpreting	 on	 the	 go	 were	 as	
specific	as	 they	could	describe	 their	 self-study.	Four	students	were	happy	with	 the	
work	and	effort	they	put	towards	practice.	S10	quantified	her	practice	by	hours	“at	
least	 15	 to	 20	 hours	 per	 week”.	 S6	 said	 she	 used	 her	 work	 as	 a	 paraprofessional	
interpreter	 as	 practice.	 S4	 and	 S5	 were	 happy	 that	 they	 practised	 daily	 through	
listening	and	interpreting	on	the	go.	
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There	were	some	interesting	responses	to	this	element	of	 learning.	S1	for	example	
was	able	to	define	her	role	as	interpreting	student	as	“Passive…	like	to	be	told	what	
to	do.”	She	attributed	that	to	her	cultural	background	and	how	the	teaching	is	done	
back	home.	At	the	same	time,	she	admitted	that	she	needed	to	“do	more	practising	
and	reading”.	Another	 interesting	response	was	from	S2	as	she	made	a	connection	
between	 being	 postgraduate	 student	 and	 her	 awareness	 of	 her	 role	 and	 the	
confidence	 to	 seek	 help.	 S9’s	 response	 was	 noteworthy	 as	 she	 talked	 about	 her	
scholarship	 to	 do	 a	 Bachelor	 of	 Arts	 (Dean’s	 Scholar);	 she	 confidently	 explained	 “I	
know	how	to	study	for	exams	…	I	know	what	the	markers	are	looking	for	…	I	need	to	
practise	more.”	
	
4.3.3.3	Streaming		
Only	 two	 postgraduate	 students	 thought	 that	 streaming	 undergraduate	 and	
postgraduate	students	was	beneficial.	S2	said,	“it	is	fair	for	both	undergraduate	and	
postgraduate	 students.”	 She	 repeatedly	 stated	 that	 being	 a	 postgraduate	 student	
gave	her	 the	 confidence	 to	 seek	help	and	express	her	 views	 in	 the	 classroom.	She	
even	claimed	that	tutors	treated	postgraduate	students	differently.		
	
All	 students	 agreed	 that	 it	 is	better	 to	 study	 translation	and	 interpreting	 together,	
except	 students	 S3	 and	 S6	 as	 the	 issue	was	 not	 applicable	 to	 them	 because	 they	
were	doing	a	Graduate	Diploma	of	Interpreting.	Two	students	expressed	their	view	
of	studying	translation	and	 interpreting,	saying	they	 	“complement	each	other.”	S1	
explained	that	studying	translation	helps	 in	studying	 interpreting	but	not	the	other	
way	 around.	 S7	 explained	 the	 reason	 behind	 combining	 both	 translation	 and	
interpreting	in	one	course	saying	“it	 is	easy	to	learn	and	apply	theory	in	translation	
then	use	it	while	interpreting.”	
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4.3.3.4	Feedback	and	instructions	
Students	were	very	elaborate	 in	their	responses	to	those	 issues	and	gave	plenty	of	
examples	 and,	 in	 many	 incidents,	 they	 tried	 to	 remind	 me	 of	 specific	 situations	
during	the	classroom	observations	identifying	the	tutor	who	gave	the	feedback	and	
the	student	who	received	the	feedback.	Four	students	asked	me	explicitly	to	report	
their	responses	 in	the	study	even	after	 I	explained	that	reporting	their	views	 is	the	
one	of	the	aims	of	the	study.	 In	the	majority	of	 the	 interviews,	a	big	proportion	of	
time	was	spent	 in	this	area.	The	students’	views	varied	significantly	not	only	about	
different	tutors	but	also	about	the	same	tutors.		
	
Interestingly,	 the	competency	 level	of	 the	students	did	not	seem	to	play	a	big	 role	
about	how	they	viewed	the	feedback.	Some	very	competent	students	who	seemed	
to	fly	through	the	units	found	some	feedback	confronting	and	intimidating	and	vice	
versa.	In	the	following	paragraphs,	I	will	try	to	summarise	some	very	descriptive	and	
elaborate	 responses	 and	 try	 at	 the	 same	 time	 to	 be	 faithful	 to	 my	 participants’	
explicit	wishes.	
	
All	students	naturally	stated	that	the	clarity	of	feedback	and	instructions	depended	
on	the	tutor.	S2	gave	a	positive	view	stating	that	generally	feedback	is	clear	and	said	
that	 feedback	 in	 class	 is	 much	 better	 with	 two	 tutors,	 referring	 to	 the	 Business	
Interpreting	 unit.	 She	 added	 that	 she	 found	 assignment	 instructions	 and	 the	
rationale	 or	 the	 aim	 and	benefit	 of	 the	 assignment	 not	 always	 very	 clear,	 but	 she	
always	felt	that	tutors	were	accessible	and	happy	to	answer	any	questions.	
	
S3	 and	 S8	 described	 the	 whole	 issue	 as	 a	 ‘dilemma’	 and	 that	 they	 are	 trapped	
between	extremes.	They	added	that	some	tutors’	feedback	is	“very	confusing.”		They	
continued	 to	 explain	 that	 those	 tutors	 (they	 provided	 the	 names)	 are	 very	
encouraging	 in	 the	 class	 and	gave	 very	positive	 feedback	during	 tutorials	but	 gave	
very	bad	marks	in	assessments	and	exams	and	one	of	them	even	failed	S3.		
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They	showed	me	written	feedback	and	emails	and	explained	that	tutors	never	raised	
the	 issues	 in	 the	 written	 feedback	 in	 class	 but	 were	 always	 encouraging.	 They	
compared	 their	 tutors,	 saying	 “while	 other	 tutors	 are	 very	 fussy”,	 S8	 continued	
“Tutor	 x	 analysed	 my	 strengths	 and	 weakness	 really	 well	 ...	 and	 that	 helped	 in	
studying.”	
	
S7	 and	 S9	 shared	 almost	 the	 same	 views	 about	 the	 two	 extremes	 between	 “very	
relaxed...	 and	 encouraging	 …	 and	 very	 confronting	 and	 demanding…a	 balanced	
approach	would	 be	 good”	 as	 per	 S7.	 He	 added	 “Tutor	 [T1]	 is	 very	 efficient	…	 but	
correcting	a	student	is	one	thing	and	messing	him	up	is	another”	while	S9	added	that	
“T3	knows	that	we	are	beginners	and	gave	her	lots	of	her	own	experience	which	is	
very	helpful	but	T2	 is	very	demanding…and	very	stressful	…	we	need	something	 in	
between.”		
	
S4	 and	 S5	 seemed	 to	 share	 the	 same	 views	 at	 least	 partially	 as	 they	 took	 a	 few	
minutes	 to	 elaborately	 describe	 how	 T2’s	 feedback	 and	 homework	 instructions	 in	
class	 were	 very	 clear	 and	 helpful	 in	 relation	 to	 self-study.	 They	 agreed	 that	 the	
strategies	 she	 gave	 in	 class	made	 a	 real	 difference	 to	 how	 they	 approached	 their	
practising	as	“they	[instructions]	are	specific	and	she	gave	lots	of	examples….	so	we	
were	able	to	follow	that	 in	our	study.”	S4	continued	to	add	“she	[T2]….	 is	 the	only	
one	 who	 was	 actually	 teaching	 …	 I	 did	 not	 learn	 one	 thing	 from	 T3….	 she	 was	
chatting	…	did	not	teach	anything.”	However,	S5	said	“T1	and	T2	are	really	good	…	
but	 have	 very	 high	 standards…	 They	 correct	 every	 single	 mistake	 and	 that	
discourages	and	shakes	confidence.”			
	
S1	also	explained	that	the	clarity	of	feedback	depends	on	the	tutor	and	added	that	
some	feedback	is	“not	only	meaningless	but	also	inappropriate”	then	she	asked	me	
what	would	 I	 think	 if	 someone	 said	 that	my	 interpretation	 “has	 a	 good	 accent.”	 I	
asked	her	what	would	she	think?	She	answered	that	“I	would	deem	her	an	ignorant	
tutor”	 and	 skilfully	 continued	 to	 explain	 that	 the	 accent	 is	 not	 a	 competency	 or	 a	
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skill.	 She	continued	sarcastically	 “it	 is	 like	when	 I	 say	 I	 like	Omar	Sharif13,	he	has	a	
beautiful	 French	 accent.”	 She	 repeated	 her	 views	 about	 the	 tutorial	 time	
management	 as	 a	 “complete	waste	 of	 time…	 and	we	 pay	money	 for	 that...do	 not	
forget.”	In	relation	to	feedback	to	tutors,	she	just	said	“it	is	considered	disrespectful	
according	to	our	culture.”	
	
S10	was	not	very	elaborate	about	this	issue.	She	just	expressed	generally	that	tutors	
want	everything	done	 their	own	way	and	 she	uses	 the	 instructions	 “as	a	guidance	
only...	but	I	study	my	own	way.”		She	answered	sarcastically	about	giving	feedback	to	
tutors,	saying	“they	would	kill	me.”	
	
One	 unique	 feedback	 is	 worth	 mentioning	 because	 it	 initiated	 a	 considerable	
misunderstanding	 and	 controversy	 and	 because	 two	 of	 my	 student	 participants	
repeatedly	asked	me	to	report	it.	T1	gave	this	feedback	to	three	different	students	in	
the	 Accreditation	 Studies	 unit	 in	 the	 Autumn	 and	 Spring	 semesters:	 “It	 is	 a	 clear	
pass”.	S3	and	S4	as	well	as	SR14	heard	it	only	when	it	was	addressed	to	one	student.	
They	understood	it	and	interpreted	it	as	predetermination	on	a	student	who	would	
pass	 the	 accreditation	exam.	 This	was	not	 the	only	 situation	where	 students	were	
convinced	that	there	are	factors	other	than	a	student’s	proficiency	to	determine	the	
passing	 rate,	 not	 only	 in	 Accreditation	 Studies	 but	 in	 all	 interpreting	 units.	 Two	
students	argued	that	repeatedly	failing	students	is	a	systematic	method	to	keep	the	
number	of	practitioners	under	 control	while	 S3	and	S4	 suspected	 that	 tutors	have	
their	reasons	and	it	could	be	to	keep	certain	classes	running.	Those	views	were	not	
missed	by	tutors	as	will	be	discussed	in	the	analysis	chapter.	
																																																						
13	A	famous	Egyptian	actor	who	took	part	in	many		classic	movies.	
14	SR	is	a	student	participant	in	the	observation.	He	expressed	his	views	in	one	of	the	informal	chats	
and	insisted	that	I	should	make	his	views	known	in	the	study.	
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4.3.3.5	Theory		
Theory	 was	 one	 issue	 that	 all	 participants	 seem	 to	 agree	 that	 they	 have	 enough	
theory.	 Three	 students	 thought	 that	 theory	 was	 not	 very	 helpful	 in	 interpreting	
either	because	 it	was	not	 relevant	or	because	 they	did	not	have	enough	 language	
specific	examples	because	the	lecturers	who	taught	theory	were	not	Arabic	speaking	
and	 gave	 examples	 from	 their	 own	 mother	 tongue.	 Only	 S2	 saw	 theory	 as	
“enlightening	 …	 [theory]	 teaches	 us	 why	we	 interpret	 as	 we	 do.”	 S10	 stated	 that	
theory	 is	 enough,	 describing	 interpreting	 is	 all	 about	 “practice,	 practice,	 practice.”	
She	added,	“	give	me	the	equivalence	I	will	give	you	the	translation	…	what	theory?”	
S6	even	called	it	a	luxury:	“We	do	not	have	this	luxury...there	is	not	time.”	
	
4.3.3.6	Screening	Exam	
Having	 a	 screening	 exam	 in	 place	 was	 surprisingly	 considered	 beneficial	 by	 many	
students	for	different	reasons.	Six	students	agreed	that	having	a	screening	exam	is	a	
good	idea.	Students	listed	various	benefits	of	having	a	screening	exam:	S1	saw	it	as	a	
helpful	way	to	identify	areas	of	needed	improvement	so	students	can	work	on	them;	
S2	deemed	 it	 important	 to	ensure	 some	standards	 in	 the	classroom;	S3	deemed	 it	
necessary	 so	 that	 students	 understand	 the	 level	 of	 difficulty	 of	 the	 courses	 ahead	
and	the	expectations.	The	issue	was	not	raised	with	four	students	unintentionally.		
	
4.3.3.6	Improvement	
On	 the	 issue	of	 suggested	 improvement	either	 from	their	end	as	 students	or	 from	
the	 university,	 students	 in	 general	 emphasised	 the	 need	 to	 study	 more.	 Some	
students	were	more	specific	and	named	particular	areas	that	needed	more	work	and	
improvement	 and	 particular	 strategies	 to	 use	 such	 as	 reading.	 Some	 students	
identified	 areas	where	 the	 teaching	 institution	 could	 help	more	 such	 as	 providing	
supporting	units	and	having	clearer	expectations.	S4	emphasised	the	importance	of	
having	 individual	advice	about	 the	unit	 selection.	She	continued	 to	explain	 that	T1	
asked	her	 in	 the	 first	accreditation	 tutorial	 “how	can	you	do	accreditation	without	
doing	any	 legal	 interpreting	training	or	subjects?”	 	She	answered,	“no	one	told	me	
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that	 I	 need	 to.”	 She	 then	 added	 that	 she	 attended	 the	 Legal	 Interpreting	 tutorial	
after	the	tutor’s	permission	just	for	the	practice.	
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Chapter	5 :	Analysis	
5.1	Introduction		
In	the	previous	chapter,	the	findings	of	the	study	results	were	articulated	in	detail	to	
address	the	main	endeavour	of	the	research:	to	explore	the	process	of	teaching	and	
learning	 community	 interpreting	 by	 describing	 the	 classroom	 activities	 and	
dynamics,	and	studying	the	challenges	presented	to	both	students	and	tutors	during	
this	 process.	 Students’	 and	 tutors’	 communications	 as	well	 as	 their	 perceptions	 of	
many	aspects	of	the	teaching	and	learning	process	were	also	investigated.		
	
This	 chapter	 presents	 a	 deeper,	 more	 analytical	 look	 at	 those	 findings	 to	 identify	
salient	as	well	as	latent	patterns	across	all	the	data	sets	and	pinpoint	relations	that	
can	possibly	explain	 those	patterns.	 This	offers	not	only	a	better	understanding	of	
the	process	but	also	of	both	the	students’	and	tutors’	views	and	perspectives.	This	
understanding	will	consequently	open	up	more	horizons	and	opportunities	that	can	
potentially	improve	the	process.	
	
So	 far,	 the	 study	 showed	 that	 teaching	 and	 learning	 community	 interpreting	 took	
place	 inside	 and	 outside	 the	 classroom	 through	 many	 activities.	 Many	 factors	
affected	 this	 process	 including	 tutors’	 and	 students’	 experiences,	 competencies,	
backgrounds	and	values	and	views.	Consequently,	although	at	first	glance	it	seemed	
that	 they	 carried	 out	 the	 same	 activities,	 looking	 deeper	 into	 the	 data	 showed	
considerable	variations	on	 the	way	each	and	every	one	practised	 the	 teaching	and	
learning.	 The	 following	 is	 a	 comparison	 and	 analysis	 of	 the	 main	 features	 and	
activities	 of	 teaching	 and	 learning	 community	 interpreting	 using	 classroom	
observation	 data	 gathered	 from	 the	 five	 interpreting	 unit	 classes.	 Students’	 and	
tutors’	perceptions	and	views	are	also	analysed	and	compared	using	 the	 interview	
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data	as	well	as	the	informal	chats.	Non-negligible	data	triangulation	is	carried	out	via	
comparison	 of	 the	 classroom	 observation	 data,	 and	 participants’	 perceptions	 and	
students’	results	were	used	as	an	indication	of	their	performance	and	progress.	
	
5.2	Practising	Interpreting:	the	three	modes	of	interpreting	
across	different	units	
In	 the	 previous	 chapter	 the	 classroom	 activities	 were	 initially	 classified	 into	 two	
categories:	 ‘Interpreting’	 and	 ‘Others’.	 ‘Interpreting’—also	 labelled	 ‘text-based	
interpreting	activities’—	 included	all	practicing	activities	using	specific	 texts	 for	 the	
purpose	 of	 interpreting	 and	 occasionally	 explaining	 particular	 concepts	 or	 skills	 as	
well.	‘Others’	included	all	classroom	activities	that	did	not	use	a	specific	text	such	as	
explaining	 the	 unit	 outline	 and	 expectations,	 explaining	 particular	 skills	 and	 the	
glossary	activities.	The	time	spent	on	each	type	of	activity	varied	in	the	five	observed	
units	with	 text-based	practising	activities	 taking	most	of	 the	classroom	time	across	
all	units.	The	following	table	(5-1)	illustrates	in	a	glance	the	time	spent	on	text-based	
interpreting	activities	 in	 the	 three	modes	and	 in	 total	as	well	as	 the	 time	spent	on	
‘other’	activities	and	the	total	observation	time	for	each	unit.	The	aim	of	this	table	is	
to	show	how	the	classroom	time	is	divided	among	activities	in	general	terms	before	
delving	into	deeper	analysis.	
	
Practising	interpreting	in	the	three	modes	of	dialogue	interpreting	(DI),	consecutive	
interpreting	 (CI)	 and	 sight	 translation	 (ST)	 constituted	 variant	 parts	 of	 the	 tutorial	
time.	The	time	allocated	for	practising	the	three	modes	of	interpreting	through	text-
based	 activities	 differed	 across	 the	 five	 units.	 Table	 (5-2)	 illustrates	 and	 compares	
the	 time	 spent	 on	 text-based	 practising	 interpreting	 activities	 across	 the	 five	
interpreting	units	observed	in	minutes	and	hours	as	well	as	a	percentage	of	the	total	
tutorial	time	observed	in	each	unit.	
	
	
	 167	
Table	5-1	:	Time	spent	on	class	room	activities		
	
	
Table	5-2	:	Practising	Interpreting	across	all	units	
Unit	 Intr	(A)	15	 Intr	(S)16	 Int	Skill17	 Legal	Int18	 Medical	Int19	 Accr	(A)20	 Accr	(S)	
Time	 335	(6)	 465	(8)	 720	(12)	 595	(10)	 1345	(22)	 415	(7)	 415	(7)	
Percentage	 49%	 49%	 72%	 56%	 69%	 85%	 86%	
	
The	 previous	 table	 shows	 that	 at	 least	 49%	 of	 the	 tutorial	 time	was	 dedicated	 to	
practising	 the	 three	modes	 of	 interpreting	 in	 all	 units.	 This	 percentage	 seemed	 to	
increase	significantly	as	students	progressed	through	the	course	to	reach	85-86%	in	
																																																						
15	Intr	(A)	is	Introduction	to	Interpreting	Autumn	semester.	
16	Intr	(S)	is	Introduction	to	Interpreting	Spring	semester.	
17	Int	Skill	is	Interpreting	Skills.	
18	Legal	Int	is	Legal	Interpreting.	
19	Medical	Int	is	Medical	Interpreting.	
20	Accr	(A)	&	(S)	are	Accreditation	Studies	Autumn	and	Spring	semesters.	
Unit/Minutes	per	
Activity	
Dialogue	
Interpreting	
DI	
Consecutive	
Interpreting	
		CI	
Sight	
translation	
ST	
Total	
Interpreting	
(text-based	
interpreting	
activities)	
Other	
activities	
Total	observation	
time	
Introduction	to	
Interpreting	
220	 440	 160	 820	 880	 1700	
Interpreting	Skills	 100	 505	 115	 720	 285	 1005	
Legal	Interpreting	 260	 115	 220	 595	 410	 1005	
Medical	
Interpreting	
445	 455	 445	 1345	 415	 1760	
Accreditation	
Studies	
275	 450	 205	 930	 145	 1075	
Total		Observed	
Time		
1300	 1965	 1145	 	 2135	 5540	
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Accreditation	Studies.	In	Introduction	to	Interpreting,	almost	half	of	the	tutorial	time	
was	 dedicated	 to	 practising	 the	 three	modes	 of	 interpreting	while	 the	 rest	 of	 the	
time	 was	 spent	 on	 ‘Other’	 activities	 such	 as	 introducing	 students	 to	 different	
settings,	 context	 and	 terminology	 as	 well	 as	 basic	 linguistic	 and	 interpreting	
definitions	 and	 skills.	 Text-based	 interpreting	 activities	 took	more	 than	70%	of	 the	
teaching	 time	 in	 Interpreting	 Skills	 tutorials	 where	 students	 applied	 certain	
interpreting	skills	that	had	been	taught	earlier	in	the	tutorials.		
	
There	 is	a	noticeable	difference	between	Legal	and	Medical	 Interpreting	 in	relation	
to	 the	 interpreting	 practising	 time.	 This	 difference	 is	 thought-provoking	 especially	
because	 the	 two	 units	 have	 common	 characteristics	 but	 were	 taught	 by	 different	
tutors.	 Both	Medical	 and	 Legal	 Interpreting	 are	 specialised	 interpreting	 units	 and	
therefore	 are	 high-level	 demanding	 units	 in	 relation	 to	 terminology,	 content	 and	
context	teaching	and	learning.	During	both	units,	students	had	to	learn	to	interpret	
professionally	in	a	specialised	context	and	setting	that	are	new	to	them.	Therefore,	
these	units	were	marked	by	a	considerable	degree	of	attention	to	terminology	and	
setting.	However,	much	more	time	was	allocated	to	practising	the	three	interpreting	
modes	 through	 text-based	 interpreting	 activities	 in	 Medical	 Interpreting	 tutorials	
than	in	Legal	Interpreting	tutorials	(69%	and	56%	respectively).	This	variance	can	be	
an	indication	of	the	difference	in	teaching	styles.	
	
Observation	data	analysis	did	not	only	 reveal	variation	 in	 the	time	spent	practising	
the	 three	modes	 of	 interpreting,	 but	 also	 revealed	 a	 considerable	 variation	 in	 the	
time	allocated	to	practicing	each	of	the	three	interpreting	modes.	 	To	examine	this	
variation,	the	observation	data	was	analysed	in	two	different	manners	(organised	in	
two	ways):	
1)	According	to	units,	which	produced	seven	data	sets	as	illustrated	in	Figure	
5.1	and	table	5.2.	
2)	According	to	each	of	the	three	observed	tutors	as	illustrated	in	Figure	5.2.	
and	Table	5.3.	
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Figure	2:	Observation	data	organised	according	to	units	
	
The	 following	 table	 shows	 how	 practising	 time	 was	 divided	 between	 the	 three	
interpreting	modes.		
	
Table	5-3	:	Practising	times	of	the	three	interpreting	modes	across	all	units	
Unit/Int	mode	 Consecutive	Interpreting	 Dialogue	Interpreting	 Sight	Translation	 Total	 practicing	
time21	
Intr	(A)	 190	(57%)	 100	(30%)	 45	(13%)	 335	(49%)	
Intr	(S)	 250	(54%)	 120	(26%)	 115	(25%)	 465	(49%)	
Int	Skills	 505	(70%)	 100	(14%)	 115	(16%)	 720	(72%)	
Legal	Int	 115	(19%)	 260	(44%)	 220	(37%)	 595	(56%)	
Medical	Int	 455	(34%)	 445	(33%)	 445	(33%)	 1345	(69%)	
Accr	(A)	 260	(63%)	 100	(24%)	 55	(13%)	 415	(85%)	
Accr	(S)	 190	(46%)	 75	(18%)	 150	(36%)	 415	(86%)	
	
Practising	 consecutive	 interpreting	 took	 more	 time	 than	 practising	 the	 other	
interpreting	 modes	 in	 all	 units	 except	 Legal	 Interpreting.	 In	 Introduction	 to	
Interpreting,	 the	 table	 shows	 that	 the	 time	 allocated	 to	 practising	 consecutive	
interpreting	 is	 consistent,	 to	a	great	extent,	 in	both	autumn	and	Spring	semesters.	
Consecutive	interpreting	was	allocated	more	than	half	of	the	total	practising	time	in	
																																																						
21	The	percentage	in	this	column	is	the	percentage	of	the	total	practice	time	in	relation	to	the	total	
observed	tutorial	time	in	each	unit.			
	 170	
both	 semesters	 (57%	and	54%)	while	 30%	and	26%	of	 the	 total	 practice	 time	was	
allocated	to	practicing	dialogue	interpreting	in	the	autumn	and	the	spring	semesters	
respectively.	 However,	 sight	 translation	 practice	 time	 differed	 considerably	 in	 the	
two	 semesters	 at	 13%	 and	 25%	 respectively	 in	 the	 autumn	 and	 spring	 semesters	
despite	 the	 fact	 that	 Introduction	 to	 Interpreting	was	 taught	 by	 the	 same	 tutor	 in	
both	semesters.		
	
In	 Interpreting	Skills,	 the	majority	of	 the	practice	 time	was	devoted	 to	consecutive	
interpreting	 (70%)	while	 the	 rest	 of	 the	 time	was	 divided	 almost	 equally	 between	
dialogue	interpreting	and	sight	translation	(14%	and	16%	respectively).	
	
This	trend	of	devoting	more	time	for	practising	consecutive	interpreting	was	broken	
in	Legal	Interpreting	where	dialogue	interpreting	was	practiced	for	44%	of	the	total	
practice	 time	 followed	 by	 sight	 translation	which	was	 practised	 for	 37%,	with	 the	
least	 time	 devoted	 to	 practising	 consecutive	 interpreting	 (19%).	 	 Only	 in	 Medical	
Interpreting	 was	 the	 practising	 time	 divided	 almost	 equally	 between	 the	 three	
interpreting	 modes.	 This	 is	 interesting	 because,	 as	 mentioned	 earlier,	 both	 the	
Medical	and	Legal	Interpreting	units	shared	many	common	characteristics	in	relation	
to	nature,	content	and	objectives	but	was	taught	by	different	tutors.	
	
The	variation	of	time	allocated	for	practising	each	of	the	three	interpreting	modes	in	
the	 four	 units	 (Introduction	 to	 Interpreting,	 Interpreting	 Skills,	 Legal	 and	 Medical	
Interpreting)	 was	 clearer	 in	 Accreditation	 Studies.	 As	 table	 5.2	 shows,	 there	 is	
obvious	variation	in	the	time	allocated	to	each	of	the	three	interpreting	modes	in	the	
Autumn	and	Spring	semesters	despite	the	fact	that	the	same	tutor	taught	the	unit	in	
both	 semesters.	 The	 consistent	 feature	 in	 both	 semesters	 was	 that	 consecutive	
interpreting	 was	 allocated	 the	 bigger	 time	 slot	 in	 both	 semesters.	 There	 was	 not	
enough	evidence	in	the	data	to	explain	the	rationale	behind	that	variation.	
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The	following	table	illustrates	the	same	observation	data	about	the	time	allocated	to	
practising	each	of	the	three	interpreting	modes	but	in	a	slightly	different	manner	to:	
1)	 show	 the	 variation	 in	 each	 tutor’s	 approach	 in	 different	 units	 and	 2)	 allow	 for	
comparison	between	the	three	tutors.	
	
Table	5-4	:	Practising	time	of	the	tree	interpreting	modes	for	each	tutor	
Tutor	 Unit	 CI	 DI	 ST	 Total	
T1	 Legal	Int	 115	(19%)	 260	(44%)	 220	(37%)	 595	(56%)	
Accr	(A)	 260	(63%)	 100	(24%)	 55	(13%)	 415	(85%)	
Accr	(S)	 190	(46%)	 75	(18%)	 150	(36%)	 415	(86%)	
T2	 Int	Skills	 505	(70%)	 100	(14%)	 115	(16%)	 720	(72%)	
Medical	Int	 455	(34%)	 445	(33%)	 445	(33%)	 1345	(69%)	
T3	 Intr	(A)	 190	(57%)	 100	(30%)	 45	(13%)	 335	(49%)	
Intr	(S)	 250	(54%)	 120	(26%)	 115	(25%)	 465	(49%)	
	
The	 table	 shows	 considerable	 variation	 not	 only	 among	 different	 tutors	 but	 even	
with	each	 tutor’s	approach	 in	 teaching	different	units	and	sometimes	 teaching	 the	
same	 unit.	 T1,	 for	 example,	 assigned	 much	 more	 time	 to	 practising	 dialogue	
interpreting	during	teaching	Legal	Interpreting	than	she	did	in	Accreditation	Studies.	
In	 Accreditation	 Studies,	 she	 seemed	 to	 focus	 more	 on	 practising	 consecutive	
interpreting,	however,	even	the	time	slots	allocated	to	practise	CI	differed	in	the	two	
semesters	 (63%	 and	 46%	 in	 the	 Autumn	 and	 Spring	 semesters	 respectively).	 This	
Figure	3:	Observation	data	organised	according	to	Tutors	
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variation	in	dividing	the	practising	time	among	the	three	interpreting	modes	is	even	
more	evident	in	relation	to	sight	translation.	Sight	translation	was	practised	more	in	
Legal	 Interpreting	 than	 in	Accreditation	Studies	especially	 in	 the	autumn	semester.	
Looking	at	the	percentage	of	the	time	allocated	to	practise	dialogue	interpreting	in	
the	units	taught	by	T1	gives	further	evidence	on	that	variation.	
	
Such	variation	is	even	more	evident	in	the	data	sets	of	T2.	In	Interpreting	Skills,	the	
great	 majority	 of	 70%	 of	 the	 total	 practising	 time	 was	 allocated	 to	 consecutive	
interpreting	 and	 the	 rest	 was	 divided	 almost	 equally	 between	 practising	 dialogue	
interpreting	and	sight	translation.	Meanwhile	the	same	tutor	divided	the	practising	
time	 immaculately	equally	among	 the	 three	modes	during	 the	 teaching	of	Medical	
Interpreting.	This	variation	was	not	so	noticeable,	at	 least	not	at	the	same	level,	 in	
the	 case	 of	 T3’s	 teaching	 as	 the	 difference	 between	 the	 time	 allocated	 for	 each	
interpreting	 mode	 was	 only	 slightly	 different	 in	 the	 Autumn	 and	 the	 Spring	
semesters	except	in	sight	translation.	
	
To	 conclude	 this	 section,	 the	 classroom	 observation	 data,	 examined	 and	 analysed	
from	more	than	one	angle,	showed	a	non-negligible	variation	in	the	time	allocated	to	
practise	 the	 three	 interpreting	modes	 through	 text-based	 interpreting	 activities	 in	
the	 five	 units	 observed.	 It	 also	 showed	 that	 this	 practising	 time	 was	 not	 divided	
equally	 among	 the	 three	 interpreting	 modes.	 Comparing	 similar	 units	 taught	 by	
different	tutors,	and	different	units	taught	by	the	same	tutors,	as	well	as	the	same	
units	 taught	 by	 the	 same	 tutor	 produced	 no	 evidence	 that	 directly	 correlate	 that	
variation	to	either	the	subject	or	the	unit	nature	or	the	teaching	style.		
	
5.3.	Consecutive	Interpreting	
Consecutive	interpreting	was	taught	in	all	the	interpreting	units	in	basically	the	same	
format	as	 in	the	NAATI	examination.	That	seems	appropriate	and	necessary,	as	the	
viva	 exam	 format	 in	 all	 interpreting	 units	 is	 a	 shorter	 and	 simpler	 replica	 of	 the	
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NAATI	 exam,	which	 students	 sit	 at	 the	 end	 of	 the	 Accreditation	 Studies	 unit.	 This	
format	of	an	approximately	300-word	speech	was	read	in	the	source	language	in	two	
parts	(each	around	150-words)	while	students	took	notes;	students	were	given	a	few	
moments	to	compose	their	rendition	then	would	take	turns	to	deliver	each	part	of	
the	speech.	Even	though	all	tutors	used	the	same	format,	they	approached	teaching	
consecutive	interpreting	slightly	different.		
	
The	 first	 noticeable	 difference	 is	 the	 time	 allocated	 to	 text-based	 consecutive	
interpreting	exercises.	As	 table	5.4	 clearly	 illustrates,	differing	percentages	of	 total	
practising	time	was	devoted	to	practising	CI	in	different	units.	As	the	table	illustrates,	
the	 variation	 in	 the	 time	 devoted	 to	 practise	 CI	 is	 significant	 from	 19%	 in	 Legal	
Interpreting	 to	 70%	 in	 Interpreting	 Skills.	 As	mentioned	earlier,	 this	 variation	does	
not	seem	to	correlate	with	unit	level	or	mandates	or	tutor	teaching	style.	Moreover,	
there	 is	 no	 explicit	 evidence	 in	 the	 data	 to	 explain	 such	 variation.	 Even	 the	
presumption	that	students	found	CI	more	challenging	than	other	modes	cannot	fully	
explain	such	variation.		
Table	5-5	:	Consecutive	Interpreting	practise	time	
Tutor	 Unit	 CI	
T1	 Legal	Int	 115	(19%)	
Accr	(A)	 260	(63%)	
Accr	(S)	 190	(46%)	
T2	 Int	Skills	 505	(70%)	
Medical	Int	 455	(34%)	
T3	 Intr	(A)	 190	(57%)	
Intr	(S)	 250	(54%)	
	
The	second	difference	is	the	approach	each	tutor	adopted	in	teaching	CI	such	as	the	
number	 of	 exercises,	 activities	 dynamics,	 addressing	 particular	 skills,	 student	
homework	and	preparation,	material	and	feedback.	The	following	table	summarises	
and	illustrates	the	main	attributes	of	CI	activities	in	each	unit.	
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Table	5.6	Key:	
Time:	total	time	spent	on	practising	consecutive	interpreting	in	minutes	
No	Ex:	Number	of	exercises	 	 Exp:	Number	of	exercises	with	explanation	
Int	turns:	Total	number	of	Interpreting	turns	
@skill:	Number	of	exercises	aiming	at	particular	skill	or	skills	
GFB:	General	Feedback	
SPFB:	Specific	positive	feedback	
SNFB:	Specific	negative	feedback	
		
											
Table	5-6	:	Consecutive	Interpreting	exercises	details	
Unit	 Intr	Int(A)	 Intr	Int(S)	 Int	skills	 Legal	Int	 Medical	
Int	
Accr	
(A)	
Accr	
(S)	
Time	 190	 250	 505	 115	 455	 260	 190	
No	Ex	 6	 12	 17	 7	 19	 9	 7	
Expl	Ex	 2	 1	 1	 1	 1	 2	 2	
Int	turns	 28	 42	 99	 12	 71	 26	 17	
@skill	 2	 7	 11	 3	 11	 6	 6	
GFB	 18	 16	 18	 3	 25	 2	 7	
SPFB	 3	 5	 17	 7	 26	 5	 4	
SNFB	 6	 6	 36	 6	 26	 10	 8	
Discussion	 0	 2	 8	 0	 9	 0	 0	
Process	 0	 2	 14	 0	 11	 0	 0	
Tutor	 T3	 T3+T2	 T2	 T1	 T2	 T1	 T1	
	
In	Introduction	to	Interpreting,	consecutive	interpreting	was	mostly	practised	in	the	
following	manner:	the	tutor	(T3)	read	a	speech	while	students	took	notes	then	took	
turns	 interpreting.	Occasionally,	 the	tutor	asked	students	to	 identify	the	gist	of	the	
speech	and/or	repeat	the	speech	in	the	source	language	when	they	found	it	difficult	
to	interpret.	Students	did	not	have	access	to	the	exact	speech	material	but	generally	
the	 tutor	 asked	 students	 to	 browse	 the	 Internet	 to	 familiarise	 themselves	 with	
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certain	settings	such	as	education	or	welfare,	and	prepare	the	relevant	terminology	
set	 from	 vUWS.	 The	 tutor	 taught	 and	 practised	 note-taking	 with	 students	 during	
consecutive	interpreting.	T3	was	encouraging	and	gave	general	positive	feedback	as	
well	as	specific	feedback	identifying	error	types.		
	
It	 is	 important	 to	repeat	 that	T2	took	over	 the	 Introduction	to	 Interpreting	class	 in	
the	spring	semester	for	two	weeks	and	to	pinpoint	that	the	two	‘discussions’	and	the	
two	‘processes’	took	place	during	that	period	when	she	took	over	the	tutorial.	This	is	
significant	 because	 those	 two	 types	 of	 activity	 were	 a	 distinct	 feature	 of	 T2’s	
teaching	 style,	 as	was	 reported	 in	more	 detail	 in	 the	 findings	 chapter,	 and	will	 be	
discussed	later	in	this	chapter.	
	
In	Legal	 Interpreting	and	Accreditation	Studies,	students	had	access	to	the	scripted	
speeches	 on	 vUWS	 and	were	 asked	 to	 prepare	 certain	 speeches	 for	 each	 tutorial.	
Students	 also	 had	 a	 hard	 copy	 of	 the	material	 before	 the	 tutorials	where	most	 of	
them	 prepared	 the	 text	 and	 some	 of	 them	 had	 the	 translations	 of	 difficult	 terms	
written	on	the	hard	copy.	Although	that	practice	is	useful	to	introduce,	explain	and	
analyse	 various	 text	 types,	 it	 defies	 one	 of	 the	 most	 important	 characteristics	 of	
interpreting,	 which	 is	 producing	 the	 message	 in	 the	 target	 language	 after	 one	
presentation	 in	 the	 source	 language	 (Pochhacker,	 2004).	 The	 tutor	 (T1)	 helped	
students	to	evaluate	their	own	performance	as	well	as	their	peers’	by	handing	 in	a	
hard-copy	list	of	common	error	types	such	as	omission,	distortion,	addition	etc.		T1	
constantly	gave	feedback	on	translation	and	error	types	and	asked	students	to	give	
feedback	 to	 their	peers.	 For	 some	activities,	 students	worked	 in	groups	or	 in	pairs	
where	one	 student	 read	half	of	 the	 speech	and	 the	other	 student	 interpreted	and	
then	 exchanged	 roles	 for	 the	 second	 half	while	 the	 tutor	 roamed	 the	 class	 taking	
turns	listening	and	advising	each	group.	There	was	no	record	of	the	group	activities	
in	Accreditation	Studies	in	the	spring	semester	possibly	because	the	small	number	of	
students	 in	 the	 class.	 T1	 used	 consecutive	 interpreting	 exercises	 to	 practise	 note-
taking	 in	both	Legal	 Interpreting	and	Accreditation	Studies.	She	often	asked	one	of	
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the	 students	 to	 take	 notes	 and	 use	 them	 in	 constructing	 the	 rendition.	 On	 some	
occasions,	the	tutor	wrote	the	student’s	notes	on	the	board	for	another	student	to	
use	 while	 explaining	 general	 note-taking	 principles.	 She	 also	 used	 consecutive	
interpreting	 from	 English	 to	 Arabic	 to	 teach	 and	 practise	 text	 analysis	 in	
Accreditation	Studies	in	both	semesters.	
	
T2	 approached	 teaching	 consecutive	 interpreting	 in	 both	 Interpreting	 Skills	 and	
Medical	 Interpreting	 differently.	 In	 Interpreting	 Skills,	 T2	 put	 more	 focus	 on	
practising	 CI	 as	 70%	 of	 the	 total	 interpreting	 practice	 time	 was	 done	 in	 the	
consecutive	mode.	 During	 the	 first	 few	weeks,	 the	 tutor	 explained	 and	 addressed	
particular	 skills	 during	 each	 consecutive	 interpreting	 exercise.	 T2	 usually	 asked	
students	 to	 practise	 the	 skills	 explained	 earlier	 in	 the	 same	 tutorial	 or	 in	 previous	
tutorials	such	as	identifying	main	ideas	and	identifying	and	interpreting	the	links.	T2	
always	went	 back	 to	 the	 basics	when	 students	 struggled	 and	 ask	 them	 to	 identify	
and	 list	 the	 main	 ideas.	 She	 used	 the	 same	 strategies	 in	 Medical	 Interpreting	
exercises.	The	tutor	even	uploaded	her	Interpreting	Skills	power	point	presentations	
to	 the	 Medical	 Interpreting	 students	 to	 study	 and	 use.	 In	 Medical	 Interpreting,	
however,	 T2	 devoted	 significantly	 less	 practice	 time	 to	 consecutive	 interpreting	
(34%).	
	
T2	 was	 the	 only	 tutor	 to	 use	 some	 consecutive	 interpreting	 exercises	 to	 practise	
simultaneous	interpreting	and	public	speaking	skills.	She	often	asked	two	students	to	
stand	 in	 front	of	 the	 class	and	do	 the	exercise	and	 sometimes	 they	were	asked	 to	
take	notes	on	the	board.	The	tutor	explained	some	of	the	simultaneous	interpreting	
requirements	 and	 skills	 such	 as	 anticipation.	 In	 those	 exercises,	 students	 usually	
started	by	interpreting	simultaneously	and	then	were	asked	to	do	the	same	speech	
consecutively.	 She	 explained	 the	 settings	 and	 advantages	 of	 using	 simultaneous	
interpreting	(chuchotage)	as	well	as	the	constraints	and	the	skills	to	deal	with	them.	
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T2	also	had	a	different	approach	for	students	to	prepare	for	and	tackle	consecutive	
interpreting	activities.	In	both	units,	the	tutor	gave	specific	instructions	for	students	
to	prepare;	almost	always,	students	were	asked	to	read	about	specific	topic,	prepare	
a	list	of	terminology	and	prepare	at	least	a	paragraph	on	the	topic	in	both	languages	
without	 access	 to	 the	 material	 used	 in	 the	 class.	 Also,	 in	 the	 majority	 of	 the	
consecutive	 interpreting	 activities,	 T2	 had	 a	 set	 routine	 (named	 ‘process’	 in	 the	
table)	to	tackle	the	exercise:	explaining	and	discussing	terminology;	reading	the	text;	
asking	 students	 to	 interpret;	 asking	 students	 to	 identify	 the	 main	 ideas	 if	 they	
struggled	 and	 discuss	 difficulties	 and	 remedy	 strategies.	 She	 used	 this	 routine	 or	
‘process’,	or	at	least	most	of	those	steps,	as	a	method	to	practise	CI	in	28	out	of	the	
36	consecutive	interpreting	exercises	in	both	units.	
	
T2	 used	many	 consecutive	 interpreting	 activities	 to	 promote	 autonomous	 learning	
by	 initiating	 discussions	 and	 asking	 students	 to	 reflect	 on	 their	 performance	 and	
identify	 their	own	weakness	 and	 strengths.	 T2	usually	 asked	 students	 to	articulate	
what	 helped	 them	 interpret	 a	 particular	 text	 and/or	 what	 hindered	 their	
performance.	 In	 17	 out	 of	 the	 36	 consecutive	 interpreting	 exercises,	 the	 tutor	
discussed	 with	 students	 their	 performance	 and	 emphasised	 their	 strengths	 and	
advised	remedy	strategies	to	improve.	
	
T2	was	very	specific	about	the	feedback	she	gave	to	students	during	those	activities.	
There	 were	 43	 specific	 positive	 feedback	 items	 given	 to	 students	 during	 those	
activities	 about	 their	 competencies	 or	 skills	 that	 they	 mastered	 during	 the	
observation.	She	was	also	very	specific	about	error	types	or	areas	that	needed	more	
practise	 as	 she	 gave	 65	 specific	 negative	 feedback	 items	 during	 consecutive	
interpreting	exercises	 in	both	units.	The	tutor	was	very	encouraging	 in	her	positive	
feedback	and	used	very	expressive	comments	such	as	“very	 impressive”,	and	“that	
was	really	good.	I	am	impressed.”	
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Consecutive	 interpreting	exercises	were	very	dynamic	activities	 in	all	units,	as	 they	
seem	to	present	rich	material	to	practise	and	discuss	many	interpreting	and	linguistic	
skills.	 Text	 analysis,	 the	 importance	 of	 linking	 words	 (connectors),	 cohesion,	
coherence,	different	 language	structures	and	registers	as	well	as	a	very	big	base	of	
lexical	 knowledge	were	 discussed	 during	 those	 activities.	 Last	 but	 not	 least,	 extra-
linguistic	 knowledge	 was	 an	 important	 issue	 in	 consecutive	 interpreting.	 Students	
learnt	 to	 build	 up	 their	 knowledge	 of	 various	 topics	 and	 settings	 as	 well	 as	 their	
appropriate	glossary	during	learning	consecutive	interpreting.	The	observation	data	
suggests	 that	 consecutive	 interpreting	 was	 seen	 by	 all	 tutors	 as	 a	 suitable	
interpreting	mode	 to	 train	 students	 in	all	 those	skills	and	build	 their	 competencies	
required	 for	 interpreting;	 probably	 more	 suitable	 than	 dialogue	 interpreting	 and	
sight	translation.	And	although	the	data	analysis	suggests	that	seems	to	be	the	case	
with	 all	 observed	 tutors,	 teaching	 consecutive	 interpreting	 highlighted	 different	
teaching	 styles	 among	 tutors	 in	 their	 instructions	 and	 feedback	 as	 well	 as	 the	
material	used	in	class.	
	
5.4	Dialogue	interpreting	
Dialogue	interpreting	practice	time	in	classrooms	varied	in	the	five	interpreting	units	
observed	in	the	study	as	the	following	table	illustrates.	
That	 seemed	 an	 interesting	 feature	 in	 the	 teaching	 process	 since	 dialogue	
interpreting	is	a	main	interpreting	mode	of	community	interpreting	and	is	worth	50%	
of	the	total	marks	in	the	Accreditation	exam.	
As	was	the	case	with	consecutive	interpreting,	this	variation	in	the	time	allocated	to	
practising	 DI	 neither	 correlated	 with	 the	 unit	 level	 and	 nature	 nor	 with	 the	 tutor	
teaching	 style,	 as	 the	 same	 tutor	 allocated	 different	 time	 slots	 to	 DI	 teaching	 in	
different	units.	Also,	different	tutors	allocated	different	time	slots	to	practise	DI	even	
with	units	with	the	same	nature	such	as	Legal	and	Medical	Interpreting.		
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Table	5-7	:		Dialogue	interpreting	practice	time	
Tutor	 Unit	 DI	
T1	 Legal	Int	 260	(44%)	
Accr	(A)	 100	(24%)	
Accr	(S)	 75	(18%)	
T2	 Int	Skills	 100	(14%)	
Medical	Int	 445	(33%)	
T3	 Intr	(A)	 100	(30%)	
Intr	(S)	 120	(26%)	
	
Dialogue	interpreting	was	taught	in	almost	the	same	way	across	the	five	units.	It	was	
perceived	as	 the	easiest	 interpreting	mode	by	all	 students.	All	 tutors	used	scripted	
dialogues	for	classroom	activities	 for	the	majority	of	the	time.	 In	Legal	 Interpreting	
and	Accreditation	Studies,	students	had	access	to	the	scripted	material	on	vUWS.	In	
all	 units,	 tutors	 used	 some	 of	 the	 dialogue	 interpreting	 activities	 to	 teach	 and	
practise	 simultaneous	 interpreting	 (chuchotage).	 In	 all	 units,	 often,	 the	 tutor	 read	
each	segment	(conversation	turn)	and	students	took	turns	interpreting.	Sometimes,	
students	 were	 asked	 to	 work	 in	 groups	 or	 pairs	 during	 dialogue	 interpreting	
exercises	 and	 took	 turns	 interpreting	 using	 hard	 copy	 scripted	 material.	 Using	
scripted	dialogues	for	practicing	limited	opportunities	for	developing	and	mastering	
important	interpreting	skills	such	as	interpersonal	skills,	managing	turns	and	dealing	
with	 conversational	 issues	 such	as	back-tracking,	 repetition	and	hesitations.	 It	 also	
did	not	give	chance	for	deep	discussions	on	the	interpreter	role.		To	use		Wadenjso’s	
words,	 talk	 was	 dealt	 with	 as	 text	 and	 not	 as	 an	 activity	 (Wadenjso,	 2013).	 Both	
students	and	teachers	were	dealing	with	‘talk’	of	the	dialogues	in	the	material	as	text	
not	 as	 an	 activity,	 as	 students	 were	 translating	 each	 utterance	 into	 the	 target	
language	 after	 the	 teacher,	 or	 another	 student,	 read	 it	 in	 the	 source	 language.	 In	
doing	 so,	 students	were	performing	only	 the	 translation	 role	and	did	not	have	 the	
opportunity	to	practice	the	co-ordinating	role,	which	does	not	reflect	the	reality	as	
interpreters	 have	 to	 perform	 both	 roles:	 translation	 and	 co-ordinating	 (Wadensjö,	
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2004;	 2013).	 In	 summary,	 the	 material	 and	 the	 manner	 of	 teaching	 and	 learning	
dialogue	interpreting	in	the	classroom	did	not	deal	with	interpreting	as	interaction.	
Consequently,	 generally	 speaking,	 dialogue	 interpreting	 exercises	 involved	 more	
feedback	 on	 translation	 and	 general	 feedback	 rather	 than	 specific	 or	 strategic	
feedback.	 Also,	 dialogue	 interpreting	 exercises	 did	 not	 seem	 to	 initiate	 much	
discussions	in	class	except	for	the	five	occurrences	discussed	below.	
	
The	 following	 are	 few	 exceptions	 to	 the	 above	 description	 of	 the	 usual	 dialogue	
interpreting	teaching	and	practising	in	all	units:		
1) A	 role-play	 exercise	 in	 Introduction	 to	 Interpreting	 where	 T3	 and	 a	 native	
English-speaking	 tutor	 took	 part	 in	 a	 role-play	 dialogue	 and	 students	 took	
parts	 as	 interpreters.	 Each	 student	 interpreted	 significant	 parts	 of	 non-
scripted	dialogue	and	discussed	their	performance	with	the	class	and	tutors.	
Specific	clear	feedback	was	given	to	students	and	written	on	the	whiteboard	
as	mentioned	earlier.	Tutors	identified	with	students’	areas	of	competencies	
and	areas	that	needed	further	development	as	well	as	strategies	to	improve	
performance.	 This	 exercise	 was	 different	 to	 the	 usual	 way	 dialogue	
interpreting	 was	 taught	 and	 practised	 at	 many	 levels	 by:	 A)	 The	 dialogues	
were	 not	 scripted,	 at	 least	 not	 word-for-word	 as	 the	 two	 tutors	 simulated	
real-life	 conversations	 taking	 relatively	 longer	 conversation	 turns	
spontaneously;	 B)	 Students	 took	 turns	 interpreting	 more	 than	 one	
conversational	turn;	C)	The	native	English	speaker	did	not	understand	Arabic	
at	all	and	that	 led	him	to	seek	clarification	when	the	interpretation	was	not	
clear;	 D)	 A	 considerable	 amount	 of	 interpersonal	 skills	 were	 used	 and	
explored,	 such	 as	 interruption	 to	 seek	 clarification	 and	 taking	 turns;	 E)	 The	
interpreter’s	 role	 was	 also	 explored	 during	 the	 exercise;	 F)	 Classroom	
discussions	were	 focused	 on	 the	 skills	 explored;	 G)	 Strategic	 feedback	was	
given	 to	 students	 in	 a	 clear	 and	 explicit	 manner	 and	 was	 written	 on	 the	
board.	
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2) In	 Legal	 Interpreting	 the	 dialogue	mode	was	 used	 to	 introduce	 students	 to	
translating	and	transcribing	audio	recordings	and	to	sensitise	students	to	the	
constraints	and	difficulties	involved.	This	exercise	was	different	to	the	normal	
practice	of	dialogue	 interpreting	because:	A)	T1	used	non-scripted	recorded	
conversations	 that	 seemed	 to	 be	 authentic	 and	 filled	 with	 conversational	
features	 such	 as	 hesitations	 and	 backtracking;	 B)	 Students	 did	 not	 have	
access	to	the	material	prior	to	the	exercise;	C)	The	exercise	triggered	a	very	
good	discussion	 in	 the	class	about	 the	many	 levels	of	accuracy	 required	 for	
this	setting	and	the	constraints	such	as	the	clarity	of	the	recording	and	also	
the	advantages	of	being	able	to	listen	to	the	text	as	many	times	as	needed;	D)	
Although	 students	 did	 not	 finish	 a	 dialogue,	 the	 flow	 of	 the	 discussion	
between	 T1	 and	 students	 had	 a	 positive	 energy	 as	 students	 appeared	 to	
gradually	 understand	 and	 appreciate	 the	 difficulty	 of	 the	 task	 and	 learn	
strategies	to	use	in	such	a	setting.	
	
3) In	 Legal	 Interpreting,	 during	 the	 presentation	 assessment,	 students	 took	
turns	delivering	PowerPoint	presentations	discussing	their	reflection	on	their	
own	performance	interpreting	in	a	mock	dialogue.	Those	presentations	were	
very	 dynamic	 activities	 that	 allowed	 for	 discussions	 between	 T1	 and	 the	
presenting	 students	 as	 well	 as	 with	 the	 rest	 of	 the	 class.	 T1	 listened	 very	
patiently	to	students	and	discussed	many	issues	that	are	specific	to	dialogue	
interpreting	such	as	discourse	markers	and	speech	ambiguity.	These	sorts	of	
discussions	are	rare	in	teaching	and	practising	dialogue	interpreting.	Students	
appeared	 to	 become	more	 aware	 of	 the	 difficulty	 of	 dialogue	 interpreting	
and	 T1	 acknowledged	 that	 difficulty	 and	 encouraged	 students’	 ability	 to	
critique	their	own	performance	and	find	strategies	to	deal	with	their	flaws	in	
interpreting.	Those	discussions	had	an	almost	tangible	positive	effect	on	the	
classroom	atmosphere;	students	were	encouraged	when	T1	listened	to	them	
patiently	and	agreed	with	many	of	their	ideas.	This	activity	was	rich	with	the	
three	 feedback	 types	 discussed	 by	 Lee	 (2018)	 and	 classified	 according	 to	
feedback	source:	teacher	feedback,	peer	feedback	and	self-feedback.	
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4) In	Medical	Interpreting,	the	dialogue	mode	was	used	to	introduce	students	to	
phone	interpreting	and	sensitise	them	to	the	difficulties	and	the	constraints	
involved.	 During	 those	 exercises,	 T2	 actually	 used	 two	mobile	 phones	 and	
worked	 through	 the	 activities	 using	 two	 rooms.	 T2	 played	 the	 health	 care	
provider	 role	 with	 one	 of	 the	 students	 as	 the	 non-English	 speaker	 in	 one	
room	while	another	student	played	the	interpreter	role	from	another	room.	
T2	taught	role-play	techniques	and	added	conversational	and	real-life	speech	
features	 to	 simulate	 real	 phone-interpreting	 settings.	 And	 although	 T2	 did	
not	teach	any	rigid	method	to	deal	with	such	speech	features,	her	discussion	
with	 students	 seemed	 to	 raise	 students’	 awareness	 of	 new	 difficulties	 in	
dialogue	 interpreting	such	as	 frequent	 interruptions	and	politeness	 features	
which	 were	 not	 discussed	 before	 during	 teaching	 and	 practising	 dialogue	
interpreting.	T2	also	discussed	the	importance	of	accuracy	at	many	levels	 in	
this	setting.	
	
5) In	Medical	 Interpreting,	 T2	 used	 a	 translated	 scripted	 dialogue	 example	 on	
the	projector	to	discuss	with	the	students	different	error	types	and	possible	
causes	 of	 those	 mistakes	 as	 well	 as	 different	 remedial	 strategies.	 This	
exercise	also	seemed	to	have	a	positive	impact	in	relation	to	raising	students’	
awareness	 of	 some	 common	 error	 types.	 I	 could	 repeatedly	 hear	 students	
whispering	 things	 like	 “I	 do	 that	 sometimes”.	 Having	 the	 dialogue	 and	 the	
interpretation	version	projected	made	the	mistakes	standout	clearly	enough	
for	 students	 to	 understand	 how	 those	 error	 types	 affected	 the	
communication.		
	
Although	the	previous	examples	did	not	occur	in	large	enough	numbers	to	create	a	
pattern	in	teaching	and	practising	dialogue	interpreting,	they	presented	significantly	
distinct	 teaching	 methods	 that	 seemed	 to	 have	 a	 positive	 effect	 on	 the	 learning	
process.	 The	 use	 of	 authentic	 material	 seemed	 to	 raise	 students’	 awareness	 of	
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difficulties	 other	 than	 linguistic	 difficulties.	 Also,	 the	 focused	 discussions	 they	 had	
with	 their	 tutors	 seemed	to	create	a	positive	energy	 in	 the	classroom	and	allowed	
for	assimilation	learning.		
	
5.6	Sight	Translation	
The	data	analysis	showed	some	tendency	to	uniformity	in	teaching	sight	translation	
across	 all	 observed	 units	 and	 tutors	 as	 sight	 translation	 activities	 were	 taught	
through	all	 interpreting	units	 in	almost	the	same	way	except	for	the	time	allocated	
to	practising,	which	varied	across	the	five	units.	Table	5.6	shows	the	variations	in	the	
time	allocated	to	teaching	and	practising	sight	translation.		
	
														 	 	 	Table	5-8	:	Sight	translation	practice	time	
Tutor	 unit	 ST	
T1	 Legal	Int	 220	(37%)	
Accr	(A)	 55	(13%)	
Accr	(S)	 150	(36%)	
T2	 Int	Skills	 115	(16%)	
Medical	Int	 445	(33%)	
T3	 Intr	(A)	 45	(13%)	
Intr	(S)	 115	(25%)	
	
Sight	translation	activities	seemed	to	present	opportunities	for	well-structured	
exercises	in	all	classes.	Instructions	for	sight	translation	were	very	similar	with	all	
tutors	involved.	Sight	translation	seemed	to	present	a	good	chance	for	T3	to	give	
very	specific	and	articulate	instructions.			
																																																																																																																																																													
In	Introduction	to	Interpreting,	Spring	semester,	during	the	fifth	tutorial	on	28.8.13,	
the	researcher’s	initial	comments	in	the	very	first	stages	of	the	analysis	read:	“most	
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specific	instructions	[sic]	given	so	far”.	It	was	in	a	sight	translation	activity	and	it	was	
written	on	the	whiteboard	as:	
	
Marking	criteria	for	sight	translation:	- Reading	time	2	to	3	minutes	- Accuracy	of	content	- Fluency	(hesitation,	repetition)	- Accuracy	of	style	- Pronunciation	
	
It	 was,	 however,	 followed	 by	 the	 tutor’s	 comment,	which	 almost	 sounded	 like	 an	
apology	 as	 she	 said,	 “I	 do	 not	 mean	 to	 scare	 you...	 but	 just	 to	 let	 you	 know”	
(translation).	This	comment	is	important	as	it	expresses	the	tutor’s	teaching	style	as	
will	be	explored	later.	
In	Legal	 Interpreting	and	Accreditation	Studies,	 students	had	access	 to	material	on	
vUWS	except	for	a	couple	of	occasions	in	each	unit	where	T1	had	printed	texts	and	
distributed	 to	 students	 in	 class	 and	 gave	 them	 three	 minutes	 to	 prepare	 before	
taking	turns	to	interpret	the	text.	
	
In	 Introduction	 to	 Interpreting,	 T3	either	had	hard	 copy	of	 the	 texts	distributed	 to	
students	 or	 asked	 them	 to	 use	 the	 computer.	 In	 both	 situations,	 students	 did	 not	
have	 access	 to	 the	 material	 prior	 to	 the	 activity.	 Also	 in	 Interpreting	 Skills	 and	
Medical	Interpreting,	students	did	not	have	prior	access	to	the	material.	T2	used	the	
projector	 to	present	a	 topic-relevant	 text	 for	 the	class	and	on	a	 few	occasions	 she	
used	texts	that	were	prepared	by	students	in	their	homework.	
	
Dealing	with	 complex	 language	 structure	and	high	 register	were	 the	 core	 issues	 in	
teaching	 and	 practising	 sight	 translation	 in	 class	 and	 were	 identified	 as	 the	 main	
challenges	in	sight	translation	according	to	the	student	interviews.	
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5.6	Homework	instructions	
Homework	and	classroom	preparation	instructions	were	always,	in	all	the	observed	
units,	part	of	the	teaching.	However,	the	variation	of	this	activity	was	great	in	many	
ways:	the	method	it	was	done,	the	time	devoted	to	it	in	the	class,	the	time	devoted	
to	it	in	self-study,	the	emphasis	put	on	this	activity	by	both	tutors	and	students,	the	
follow	up	by	the	tutor	as	well	as	the	students’	views	of	such	activity.	
	
In	 three	 units—Introduction	 to	 Interpreting,	 Legal	 Interpreting	 and	 Accreditation	
Studies—homework	 and	 instructions	 to	prepare	 for	 the	 tutorials	were	 very	 simple	
and	brief	and	communicated	verbally.	 Instructions	 included	specifying	a	vocabulary	
set	to	prepare	by	looking	up	the	equivalence	and/or	printing	and	preparing	texts	for	
interpreting.	Tutor	3	reflected	on	the	homework	 instructions	 in	her	classes	and	did	
substantial	self-auditing	in	the	interview	stating	that	she	(T3)	“would	like	to	be	more	
specific	to	self-study	and	instructions	to	prepare	for	the	next	tutorial”.	And	indeed,	
homework	was	given	on	more	than	two	occasions	in	the	spring	semester—after	the	
interview—but	in	brief	and	general	forms.	On	the	fifth	tutorial	dated	28.8.2013,	T3	
gave	rather	specific	homework	instructions	verbally:	
	
I	want	you	to	go	to	housing	website	and	write	short	paragraphs	for	your	own	benefit	about	the	
different	types	of	housing	and	who	is	eligible	for	them	also	centreline1	and	do	the	same	for	different	
payments	
	
T3	also	asked	students	on	many	occasions	to	visit	relevant	websites.	The	time	spent	
on	giving	homework	instructions	was	minimal	with	T1	and	T3	and	the	follow	up	was	
very	 lenient.	 On	many	 occasions	 T1	 and	 T3	 asked	 another	 student	 to	 take	 a	 turn	
when	a	student	admitted	that	she	did	not	prepare	the	material	required.	There	was	
no	rationale	behind	the	homework	instructions	recorded	in	the	data.	
	
By	 comparison,	 T2,	 in	 both	 Medical	 Interpreting	 and	 Interpreting	 Skills	 tutorials,	
spent	a	non-negligible	time	on	homework.		Homework	instructions	and	preparing	for	
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tutorial	 instructions	were	specific,	emphasised	and	communicated	via	many	media:	
verbally,	written	on	 the	board	 and	uploaded	on	 vUWS.	 	 Instructions	were	explicit,	
detailed	 and	 clear.	 The	 rationale	was	 repeatedly	 communicated	 clearly	 and	 firmly	
and	the	follow	up	was	done	regularly	and	feedback	was	specific.	The	following	are	
few	 examples	 of	 T2’s	 specific	 homework	 process	 during	 the	 course	 of	 teaching	
Medical	Interpreting:	
	
1)	 On	 the	 second	 tutorial	 dated	 6.8.2013,	 the	 following	 instructions	 were	
communicated	orally	and	written	on	the	white	board:	
Two	speech	texts	on	diabetes	and	healthy	eating:	one	in	Arabic	and	one	in	English	(200	words	
each)	
-		Two	patient	information	sheets	for	sight	translation:	one	in	Arabic	and	one	in	
English	
-	List	of	the	challenging	medical	terminology	with	the	equivalent	
-	Prepare	the	next	terminology	set	5	
Tutor	then	advised	students	to	“prepare	the	speech	texts,	print	them	out,	leave	them	for	3	days	and	
then	have	someone	reading	them	out	to	you	to	interpret	and	record	yourself	then	listen	to	your	
interpretation	and	identify	the	main	mistakes.”	
“you	should	follow	that	in	all	your	practice”	
	
2)	On	the	sixth	tutorial	dated	3.9.2013,	instructions	were	issued	verbally:	
two	speeches	one	on	ear	and	one	on	eye	..300	words	each	…after	preparing	the	speech	leave	it	for	3	
days	and	get	someone	to	read	it	to	you,	record	it,	evaluate	your	performance,	write	a	short	reflection	
and	the	strategies	you	used	to	overcome	the	difficulties	
	
3)	On	the	eighth	tutorial	dated	10.9.2013,	instructions	were	communicated	verbally	
and	written	on	the	whiteboard:	
-	Read	the	notes	on	SI	and	shadowing	
-	Work	in	pairs	
-	Two	passages	(300	words	each	in	Arabic	and	English)	
-	Write	reflecting	essay	on:	difficulties,	strategies,	anticipation	
-	Glossary	on	mental	health	
while	verbally	advising	students	that	one	student	prepare	and	read	one	speech	and	the	other	one	
interpret	it.	
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In	all	the	previous	examples	the	tutor	specified	the	topic,	text	types	(texts	for	speech	
and	texts	for	sight	translation),	 length	and	language	of	the	texts	as	well	as	detailed	
and	 clear	 instructions	 on	 how	 to	 work	 with	 the	 texts	 as	 well	 as	 relating	 the	
homework	 to	 practise	 and	 self-study.	 T2	 followed	 the	 same	 style	 in	 Interpreting	
Skills:	
4)	In	the	second	tutorial	she	verbally	explained	and	wrote	on	the	board	the	following	
homework	instructions:	
-		glossary	on	environment	
-	two	passages,	on	in	Arabic,	one	in	English	max	200	words	- identify	the	links	- paraphrase	
	 	 	 -	identify	main	ideas	and	appropriate	linking	devices	
	
She	advised	students	to	apply	the	same	method	that	they	used	in	class	to	interpret	
and	advised	them	that	she	will	post	homework	on	vUWS.	
	
Unlike	the	variations	 identified	so	far,	clarity	and	regularity	of	homework	and	class	
preparation	instructions	were	distinct	and	consistent	features	of	T2’s	teaching	style	
and	did	not	vary	because	of	unit	 context	and/or	 content	or	nature	as	T2	used	 the	
same	method	in	the	two	different	units	she	taught.		
	
Giving	specific	instructions	for	homework	and	tutorial	preparation	and	explaining	the	
rationale	behind	such	 instructions	did	not	seem	to	depend	on	or	vary	according	to	
the	 tutor’s	 experience.	 T1	 has	many	 years	 of	 teaching	 experience	 and	 T3	 had	 no	
teaching	 experience	 but	 both	 gave	 brief	 simple	 homework	 with	 no	 rationale	 or	
explanation	of	 consequences	and	with	no	 real	 follow	up	or	 feedback	 regardless	of	
their	experience	and	the	nature	of	the	units	they	taught.	T2,	on	the	other	hand,	was	
going	to	the	other	extreme;	she	explained	the	homework	in	detail	with	explicit	and	
clear	 instructions,	 insisted	 that	 it	 had	 to	 be	 done	 properly,	 submitted	 on	 timely	
manner	so	she	could	go	through	 it	and	give	 feedback	on	 it.	She	even	reprimanded	
students	 for	not	doing	 it	or	 if	 they	submitted	poor-quality	homework.	She	made	 it	
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very	clear	that	students	had	to	do	it	even	though	there	were	no	marks	allocated	for	
it.		She	repeatedly	explained	why	they	had	to	do	it.	More	importantly,	she	frequently	
made	the	connection	and	clear	relevance	of	homework	to	self-study	and	progress.	
	
The	 manner	 that	 T2	 used	 to	 address	 the	 issue	 of	 homework	 and	 classroom	
instructions	 can	be	 linked	 to	her	 views	of	 the	 teaching-learning	process.	 T2	 talked	
repeatedly	about	 ‘progress’	 in	the	 interview	in	relation	to	many	other	 issues:	time,	
students’	 competency,	 students’	 motivation	 and	 awareness	 of	 their	 role	 in	 the	
process.	 She	 appeared	 to	 be	 very	 occupied	with	 the	 concept	 of	 progress	 and	 her	
teaching	style	seemed	to	translate	those	views	into	action	in	the	classroom.		
	
5.7	Glossary	and	Context	
‘Glossary	 and	Context’	 refers	 to	 classroom	activities	 that	were	done	 specifically	 to	
look	 at	 specialised	 terminology,	 that	 are	 categorised	 either	 alphabetically	 or	 per	
topic,	and	to	explain	the	possible	context	without	referring	to	or	using	any	particular	
text	 to	 practise	 any	 mode	 of	 interpreting.	 This	 type	 of	 activity	 took	 place	 in	 all	
interpreting	 tutorials	 except	 the	 Accreditation	 Studies	 tutorials.	 Some	 repetition	
here	is	appropriate	and	indeed	important;	exploring	specialised	terminology	and/or	
phraseology	was	not	limited	to	this	type	of	activity	as	it	was	done	during	text-based	
interpreting	exercises	as	well.	
	
The	 time	allocated	 specifically	 for	 terminology	 (glossary)	and	context	varied	across	
the	four	units.	There	is	a	considerable	variation	in	the	time	allocated	to	this	activity	
between	the	autumn	and	the	spring	semesters	in	Introduction	to	Interpreting:	 	
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Table	5-9	:	Time	allocated	to	glossary	and	context	
Tutor	 Unit	 Time	
percentage	
T3	 Intr	(A)	 175	(24%)	
Intr	(S)	 160	(17%)	
T1	 Legal	Int	 215	(20%)	
T2	 Int	Skills	 50	(5%)	
Medical	Int	 90	(5%)	
	
Some	 links	 can	 be	 seen	 between	 teaching	 style	 and	 the	 time	 spent	 explaining	
terminology	 and	 context.	 As	 mentioned	 earlier,	 Legal	 Interpreting	 and	 Medical	
Interpreting	 share	 many	 characteristics:	 nature	 (content	 heavy	 units),	 objectives,	
weekly	tutorial	time	and	two	vocabulary	tests	but	taught	by	different	tutors.	In	Legal	
Interpreting	 T1	 spent	 20%	 of	 the	 observed	 tutorial	 time	 on	 glossary	 and	 context	
activities	while	T2	spent	only	5%.	T2	spent	the	same	percentage	of	the	tutorial	time	
on	 the	 same	activities	 in	 Interpreting	 Skills.	 Interestingly,	 unlike	 Legal	 and	Medical	
Interpreting,	which	have	 three-hour	 tutorials	weekly,	 Interpreting	 Skills	 has	 a	 two-
hour	 weekly	 tutorial	 but	 T2	 consistently	 devoted	 only	 5%	 of	 the	 tutorial	 time	 to	
terminology	 in	 both	Medical	 Interpreting	 and	 Interpreting	 Skills.	 T2’s	 strategies	 in	
teaching	terminology	seemed	to	be	in	agreement	with	Kornakov’	fifth	principle	that	
the	teacher	should	not	teach	vocabulary	(2000,	p.244).		
	
As	was	 the	 case	with	homework	 instructions,	 the	 approach	 to	 this	 type	of	 activity	
correlates	with	tutor	teaching	style	more	than	it	does	with	the	nature	of	the	unit	or	
the	 tutor’s	 experience,	 especially	 in	 the	 case	 of	 T2	 as	 she	 addressed	 this	 type	 of	
activity	in	the	same	way	in	both	Interpreting	Skills	and	Medical	Interpreting.	She	was	
explicit	in	explaining	the	rationale	behind	her	approach.	In	both	units,	she	explained	
to	 students	 how	 to	 build	 up	 their	 glossary	 at	 the	 beginning	 of	 the	 semester	 and	
explicitly	instructed	them	to	work	on	it	on	their	own	study	time	and	discuss	only	the	
difficult	 terms	 in	 the	 class.	 In	 Medical	 Interpreting,	 she	 spent	 most	 of	 that	 time	
explaining	how	to	understand	medical	 terminology	using	the	prefix,	 root	word	and	
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suffix	system.	She	then	asked	students	to	work	on	the	terminology	in	their	self-study	
time.	
	
In	 Introduction	 to	 Interpreting,	 Interpreting	 Skills	 and	 most	 of	 the	 Medical	
Interpreting	 glossary	 and	 context	 activities,	 lexical	 and	 contextual	 knowledge	
acquisition	could	be	described,	using	Gile’s	term,	as	“ad	hoc	knowledge	acquisition”	
(Gile,	 2009,	 p.129)	 as	 terminology	 and	 topic	 knowledge	 was	 taught	 and	 acquired	
before	 tackling	 specific	 topics.	 In	 other	 words,	 studying	 terminology,	 phraseology	
and	 extra-linguistic	 knowledge	 was	 done	 when	 studying	 different	 settings	 in	
Introduction	 to	 Interpreting	 such	 as	 welfare	 or	 education;	 or	 the	 cardiovascular	
system	and	diseases	in	Medical	Interpreting;	or	global	warming	in	Interpreting	Skills.	
Students	were	 advised	of	 resources	 such	 as	 dictionaries	 and	web	 sites.	 T2	did	 the	
first	couple	of	sets	with	students	in	the	first	few	tutorials	and	then	asked	students	to	
do	the	same	for	their	homework	and	to	discuss	only	the	problematic	terms	in	class.	
T2	was	particular	and	specific	when	explaining	to	students	how	to	actually	compile	
and	build	up	their	glossary	and	the	possible	software	to	use.	T1	tackled	terminology	
and	context	slightly	differently,	as	she	went	through	the	various	sets	of	the	glossary	
systematically	 and	 not	 according	 to	 the	 topics	 covered	 in	 the	 tutorials.	 She	 asked	
students	 to	 take	turns	saying	the	equivalent	of	each	term	as	she	added	contextual	
information	when	needed.	Although	students	were	advised	of	various	sources	in	all	
units,	 little	was	 said	about	 knowledge	acquisition	nature	and	 types	of	 sources	and	
how	 to	 evaluate	 them	 to	 enable	 students	 to	 have	 a	 systematic	method	 to	 use	 in	
their	own	self-study	and	eventually	in	their	professional	development.	
	
In	both	 Legal	 and	Medical	 Interpreting	 students	were	 tested	on	 terminology	 twice	
throughout	the	semester.	These	assessments	were	allocated	20%	of	the	final	marks	
in	both	units.	Students	scored	good	marks	in	those	assessments	in	both	units.	
	
	 191	
5.8	Teacher-Student	Communication	
In	 the	 previous	 chapter	 (Findings)	 feedback	 between	 tutors	 and	 students	 was	
described	 and	 labelled	 very	 closely	 to	 the	 data	 to	 give	 accurate	 account	 of	 what	
transpires	in	interpreting	classroom	as	possible.	The	codes	were	mainly	driven	from	
and	 focused	 on	 the	 classroom	 observation	 data.	 In	 this	 section,	 I	 will	 look	 at	 the	
feedback	 exchange	 between	 tutors	 and	 students	 from	 a	 slightly	 different	 angle,	
taking	 into	 account	 the	 data	 collected	 in	 the	 interviews	 as	 well	 as	 the	 classroom	
observation	data.	Therefore,	the	themes	in	this	section,	unlike	the	descriptive	codes	
and	themes	in	the	Findings	(Chapter	4),	are	more	analytical	to	capture	not	only	the	
teacher-student	 interactions	 but	 also	 the	 participants	 beliefs	 and	 perceptions.	
Analysing	those	themes	is	beneficial	to	have	a	deeper	understanding	not	only	to	the	
main	 participants	 of	 the	 teaching-learning	 process	 but	 also	 to	 identify	 gaps	 in	 the	
communication	as	well	as	in	the	process	itself.	The	analysis	will	go	a	step	further	to	
try	 to	 identify	 probable	 causes	 of	 such	 gaps	 in	 an	 attempt	 to	 find	 some	 possible	
methods	that	can	help	close	those	gaps.	
	
5.8.1	Feedback	from	tutors	to	students	
Tutors	gave	their	students	feedback	constantly	in	all	interpreting	units.	Feedback	on	
the	 translation	 and	 equivalents	 was	 too	 immense	 to	 be	 reported	 on	 during	 the	
observation.	Written	feedback	was	given	after	each	assessment	either	in	class	or	on	
assignments.	 Feedback	 also	 took	 place	 outside	 the	 classroom	 when	 tutors	 talked	
with	students,	either	 through	formal	 face-to-face	consultations	or	via	email	and/or	
through	 informal	 discussions	 when	 students	 talked	 to	 their	 tutors	 before	 and/or	
after	 the	 classes.	 Nonverbal	 feedback	 also	 took	 place	 in	 the	 classroom	 via	 facial	
expressions,	 body	 language	 as	well	 as	 through	 each	 tutor’s	 choice	 of	where	 to	 sit	
and/or	 stand	 in	 the	 class	 and	 her	 proximity	 to	 the	 students.	 In	 other	 words,	 the	
feedback	 captured	 and	 reported	 in	 the	 data	 is	 neither	 comprehensive	 nor	 all-
encompassing.	 Nevertheless,	 it	 suffices	 to	 describe	 interpreting	 classroom	
communications	and	gives	a	sound	idea	about	different	teaching	styles.		
	 192	
The	 concept	 of	 feedback	 is	 complex.	 As	 Lee	 (2018)	 notes,	 feedback	 does	 not	 only	
have	many	sources,	 facets	and	 forms,	but	can	also	serve	many	 functions	and	have	
different	effects	on	 the	 teaching	and	 learning	process	and	on	students’	motivation	
and	behaviour.	 The	 following	 analysis	 of	 the	 classroom	 feedback	 from	 teachers	 to	
students	 reflects	 the	 complexity	 of	 feedback.	 The	 analysis	 of	 feedback	 in	 the	
classroom	looks	 into	the	form	and	content	of	the	feedback	as	well	as	the	language	
used.	 It	 also	 goes	 deeper	 in	 an	 attempt	 to	 infer	 the	 aims	 of	 feedback	 given	 and	
explores	it	further	in	an	attempt	to	explain	its	possible	effects	and	effectiveness.	The	
analysis	 also	 explores	 feedback	 from	 students’	 perception	 and	 tries	 to	 explain	 the	
effect	of	the	social	dimension	of	the	feedback	on	students’	confidence,	self-esteem	
and	their	relationship	with	teachers	(Lee,	2018).		
	
Observing	interpreting	tutorials	and	talking	to	students	and	tutors	showed	that	the	
feedback	from	tutors	to	students	did	not	always	achieve	its	goal;	 it	was	not	always	
communicated	 and	 perceived	 as	 accurately	 as	 intended,	 even	 in	 its	 most	 explicit	
straightforward	 form.	 All	 students	 agreed	 that	 the	 clarity	 of	 the	 feedback	 and	 its	
helpfulness	 depended	 on	 the	 tutor,	 but	 they	 were	 not	 specific	 about	 the	 tutor’s	
attributes	 that	 affected	 her	 feedback.	 Examining	 the	 data	 showed	 that	 students’	
views	on	tutors’	feedback	varied	considerably.	Comparing	and	analysing	various	data	
sets	suggests	that	the	combination	of	both	students’	and	tutors’	values	and	attitudes	
had	a	great	effect	not	only	on	the	clarity	of	the	feedback	but	also	on	whether	that	
feedback	was	perceived	as	intended	and	whether	it	achieved	its	goal.		
	
The	following	is	an	analysis	of	different	types	of	feedback	and	a	comparison	between	
the	 feedback	 intention	 and	 aim	 via	 tutor	 interviews,	 actual	 feedback	 in	 the	
classrooms,	 and	 how	 it	was	 perceived	 by	 different	 students	 in	 an	 attempt	 to	 look	
into	 the	 communication	 between	 teachers	 and	 students	 as	 an	 important	 factor	 in	
the	success	of	interpreting	teaching	and	learning.	
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5.8.1.1	Feedback	on	translation	
Feedback	on	translation22	was,	naturally,	the	most	frequent	form	of	feedback.	Tutors	
corrected	 students’	 translations	 all	 the	 time	 in	 interpreting	 classrooms.	 Even	 that	
simple,	natural	and	straightforward	feedback	was	perceived	differently	by	students	
and	 in	 some	 cases	 had	 an	 adverse	 effect.	 Some	 students	 described	 continuous	
feedback	on	translation	as	“too	fussy”,	“correcting	every	single	mistake”	and	tutors	
wanted	 “things	 done	 their	 own	way”.	 Students	 described	 negative	 consequences;	
they	were	“feeling	discouraged	and	…	shake	our	confidence”,	and	“you	have	to	play	
the	game	by	 their	 rule…	 for	now”	 (translation)	were	some	students’	 comments	on	
this	issue	in	the	interviews.	Students	did	not	seem	to	comprehend	the	reason	behind	
the	 constant	 feedback	 on	 translation	 and	 therefore	 did	 not	 appreciate	 its	
importance	and	consequently	this	feedback	did	not	seem	to	achieve	its	goal	as	surely	
tutors	did	not	give	this	type	of	feedback	to	shake	students’	confidence.		
		
5.8.1.2	General	positive	feedback	
General	 positive	 and	 encouraging	 feedback	 was	 not	 always	 perceived	 positively	
either.	S3	and	S8	described	the	feedback	of	T3	and	another	tutor	(not	a	participant)	
as	 “very	confusing.”	Both	students	explained	 that	both	 tutors	always	gave	positive	
and	encouraging	 feedback,	but	 the	assessments	marks	were	very	bad.	They	added	
that	 the	 written	 feedback	 raised	 issues	 in	 their	 (students)	 performance	 that	 had	
never	been	raised	in	the	class.	Three	students	(S1,	S4	and	S8)	described	T3’s	teaching	
style	 as	 “too	 relaxed”	 and	 compared	 it	 with	 T2	 and	 described	 T2’s	 feedback	 as	
“meticulous”	 and	 “setting	 very	 high	 standards”	 (translation).	 Student	 S7	 added	 “a	
more	 balanced	 approach	would	 be	 good”.	 	 S1	went	 even	 further	 to	 describe	 T3’s	
feedback	as	“meaningless	…	sometimes	inappropriate”	and	gave	the	example	of	T3’s	
feedback	on	their	“good	accent”.		
	
																																																						
22	Translation	in	this	context	means	equivalents	of	lexical	items	and/or	phrases.	
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T3	described	her	own	 feedback	as	 “always	positive”	and	affirmed	 that	 its	aim	was	
“to	 encourage”	 students.	 Although	 T3’s	 students	 said	 that	 they	 understood	 and	
appreciated	her	efforts	 to	be	“always	positive	and	encouraging”	 in	her	 feedback	 in	
class,	 in	 practice,	 they	 found	 her	 feedback	 “confusing”	 and	 even	 “inappropriate”.	
Thus,	 even	 general	 positive	 feedback	 that	 was	 communicated	 accurately	 did	 not	
achieve	its	goal	but	adversely	affected	the	teaching	and	learning	process.	
	
5.8.1.3.	Feedback	to	struggling	students	
It	 is	 worth	 mentioning	 that	 no	 general	 negative	 feedback	 was	 noted	 in	 the	 data	
through	 the	 classroom	 observation.	 Tutors	 responded	 differently	 when	 students’	
interpretations	went	 so	wrong	 or	when	 they	 struggled.	One	 of	 the	most	 common	
methods	used	by	all	tutors	is	repeating	the	segment	either	at	a	slower	pace	or	even	
dividing	it	into	two	segments.	Looking	for	another	student	to	volunteer	was	another	
way	 to	 help	 the	 struggling	 student.	 T4	 explained	 in	 the	 interview	 that	 she	 never	
deemed	an	interpretation	or	even	a	translation	as	‘wrong’	but	rather	offered	other	
alternative(s).	 She	 gave	 some	 examples	 and	 continued,	 “I	 would	 say	 that	 x	
translation	 might	 be	 correct	 in	 such	 setting	 or	 context	 …	 but	 in	 this	 context	 it	 is	
better	 to	use	higher	 register	or	more	acceptable	 collocation...and	 so	on.”	 She	also	
articulated	the	aim	of	this	method	of	feedback	“by	doing	this…	students	are	exposed	
to	various	settings	and	contexts.”	She	emphasised	that	 it	 is	a	deliberate	method	of	
feedback	that	she	used	to	address	and	teach	linguistic	and	extra-linguistic	issues.		
	
T2	used	another	method	to	deal	with	struggling	students	that	served	more	than	one	
purpose	 as	 she	 described	 them	 in	 the	 interview.	 When	 one	 or	 more	 student	
struggled	with	 interpreting	a	particular	text	or	did	not	perform	as	well	as	required,	
T2	started	a	 ‘discussion’	with	students	by	asking	some	questions	along	the	 lines	of	
“where	 did	 you	 struggle?”	 “why	 did	 you	 get	 stuck?”,	 and	 “do	 you	 think	 the	
terminology	was	the	problem?”	Those	questions	provoked	what	was	reported	in	the	
findings	 as	 ‘discussion’.	 	 Those	discussions	 stimulated	 considerable	 reflection	 from	
students	 on	 their	 own	 performance	 and	 helped	 them	 to	 give	 self-feedback	 and	
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identify	weaknesses.	Tutors	then	helped	students	identify	the	source	of	difficulty	in	
that	particular	text.	T2	then	suggested	a	strategy	to	deal	with	the	difficulty	at	hand.	
On	 many	 occasions	 she	 explored	 the	 difficult	 expressions	 or	 structures.	 In	 the	
interview,	T2	stated	 that	 this	was	exactly	 the	aim	of	 such	discussions	and	 that	 she	
used	this	strategy	to	get	students	to	reflect	on	their	performance	and	identify	their	
own	 weaknesses.	 Then	 she	 suggested	 some	 remedial	 strategies	 or	 methods	 of	
practice	and/or	dealing	with	the	source	of	difficulty	such	as	reading	about	the	topic	
or	paraphrasing.	Students	seemed	to	appreciate	those	discussions	and	found	them	
practical	 and	 helpful.	 In	 other	 words,	 it	 was	 an	 effective	 form	 of	 feedback	 when	
students	struggled	in	a	particular	exercise	as	the	aim	was	clear	and	the	function	and	
contents	 were	 appropriate.	 	 It	 was	 given	 in	 a	 positive	 manner	 and	 encouraged	
students	 to	 reflect	 on	 their	 performance	 and	 allowed	 the	 teacher	 to	 recommend	
specific	remedial	strategies.				
	
Another	method	of	dealing	with	struggling	students	was	asking	questions	about	the	
text,	 such	 as	 “what	 are	 the	main	 ideas?	What	 is	 the	 gist	 of	 each	 paragraph?”	 All	
tutors	 used	 this	method	 but	 T2`	 used	 it	more	 frequently	 than	 the	 other	 observed	
tutors.		
	
T2	 also	 often	 asked	 students	 to	 switch	 from	 simultaneous	 to	 consecutive	
interpreting	 when	 they	 struggled.	 As	 mentioned	 earlier,	 T2	 is	 the	 only	 tutor	 that	
used	speeches	to	practise	simultaneous	 interpreting.	Often	students	struggled	with	
interpreting	 speeches	 simultaneously	 and	 after	 explaining	 some	 key	 skills	 such	 as	
anticipation,	she	asked	students	to	 interpret	the	same	text	consecutively.	She	used	
this	 method	 for	 both	 speeches	 and	 dialogues.	 T2	 sometimes	 also	 gave	 specific	
instructions	 when	 students	 struggled,	 especially	 in	 consecutive	 interpreting,	 by	
asking	them	to	identify	main	ideas	and/or	express	ideas	in	short	subject,	verb,	object	
(SVO)	sentences.	
	
	 196	
5.8.1.4.	Specific	feedback	
All	 tutors	 gave	 specific	 feedback	 in	 the	 course	 of	 their	 teaching,	 some	more	 than	
others,	but	they	all	used	this	method	of	feedback.	Specific	feedback	can	be	positive	
or	negative.	Positive	specific	 feedback	was	often	used	before	critiquing	a	student’s	
rendition.	T1	and	T2	used	this	method	often.	For	example,	“accurate	content	but	the	
fluency	was	compromised”	or	“you	got	the	idea	but	you	missed	important	details.”	
Of	 course,	 there	were	 occasions	where	 specific	 positive	 feedback	was	 given	 alone	
such	as	“appropriate	register	and	terminology”,	and	“good	translation	of	the	links”.	
Negative	 specific	 feedback	 was	 mostly	 given	 by	 specifying	 error	 types	 such	 as	
“mistranslation”,	“wrong	collocations”	or	“too	much	hesitation	and	back	tracking”.		
	
As	mentioned	earlier,	all	tutors	used	specific	feedback	but	some	tutors	tended	to	be	
more	specific	than	others	when	commenting	on	students’	renditions.	The	following	
table	shows	the	reported	occurrences	of	feedback	during	the	classroom	observation	
for	each	of	the	three	tutors	in	relation	to	the	text-based	interpreting	activities	time	
during	 their	 teaching.	 The	 table	 shows	 that	 T2	 was	 generous	 in	 giving	 general	
encouraging	 feedback	and	also	 specific	 in	both	 identifying	 strengths	and	weakness	
areas	when	commenting	on	students’	interpretations.	
	
Table	5-10	:	Number	of	various	feedback	given	by	each	tutor	
Tutor	 Teaching	time	 GFB	 SPFB	 SNFB	
T1	 1425	(24	h)	 44	 36	 61	
T2	 2220	(37	h)	 168	 65	 162	
T3	 645	(11	h)	 43	 15	 17	
	
Quantifying	 each	 type	 of	 feedback	 sheds	 some	 light	 on	 the	 communication	 in	 the	
classroom.	Studying	the	language	used	to	give	such	feedback	tells	us	more	about	the	
atmosphere	of	the	class.	T2	used	more	expressive	language	in	her	general	feedback.	
She	repeatedly	uttered	“impressive”,	“excellent,	really	good”,	“I	am	impressed”	and	
“can	you	see	the	progress	you	are	making”	or	“compared	by	the	first	few	tutorials….	
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it	[skill]	has	improved	a	lot”.	She	used	this	expressive	language	also	in	giving	specific	
positive	 feedback	 such	 as	 the	 feedback	 given	 to	 S8	 in	 Interpreting	 Skills	 after	
interpreting	 a	 speech	 from	 English	 to	 Arabic	 “excellent	 register,	 fluency	 and	 using	
the	 flowery	 language…	 your	 competency	 in	 Arabic	 is	 obviously	 helping”.	 	 In	 the	
interview,	 she	 explained	 that	 she	 was	 “always	 trying	 to	 encourage	 ….	 motivate…	
empower”.	 	Obviously,	 she	 tried	 to	 do	 that	 through	 the	 language	 she	 used	 in	 the	
class.	 It	 was	 clear	 from	 students	 S1,	 S2,	 S4,	 S5	 and	 S8	 that	 T2	 feedback	 was	
communicated	accurately	and	achieved	 its	aim	as	S4	expressed	“I	 can	almost	hear	
her	when	I	am	studying”	and	S8	said	“her	analysis	of	my	strengths	and	weakness	was	
very	accurate”	(translation).	
	
5.8.1.5.	Feedback	consistency	
Consistent	 specific	 feedback	was	 also	 used	 especially	 by	 T1	 and	 T2	 but	was	 often	
missed	by	students.	T1	commented	three	times	to	SR23	in	Accreditation	Studies	that	
“you	get	so	obsessed	with	the	details	…	accuracy	of	content	but	your	fluency	is	not	
good	…	compromised….	many	hesitations	and	backtracking.”	Interestingly,	the	same	
student	 complained	 that	 tutors,	 in	 general,	 “do	 not	 focus	 on	 one	 area	 for	 each	
student	 until	 this	 student	 improves.”24	 Another	 example	 of	 consistently	 repeated	
feedback	was	reported	in	the	data:	T2	advised	S3,	in	Medical	Interpreting,	two	times	
that	“you	need	to	work	on	grammar”.	I	asked	S3	in	one	of	our	informal	chats	if	she	
noticed	that	the	tutor	gave	her	that	feedback	for	the	second	time,	but	she	answered	
that	she	did	not	notice.	The	same	tutor	gave	the	same	feedback	to	the	same	student	
in	Interpreting	Skills	at	the	last	tutorial	after	a	discussion	on	each	student’s	progress	
(the	example	is	illustrated	in	detail	in	the	following	section).	
	
																																																						
23	SR	is	a	male	student	who	participated	in	class	observation	in	Legal	Interpreting	and	Accreditation	
Studies.	
24	SR	expressed	his	views	in	one	of	the	PASS	sessions	and	verbally	consented	to	having	them	included	
in	the	study	
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5.8.1.6.	Written	feedback	
Written	 feedback	 is	another	 form	of	 feedback	 that	was	communicated	 to	students	
individually	after	each	 in-class	assessment	and	assignments.	 It	was	also	sometimes	
communicated	by	writing	on	 the	whiteboard.	 This	 kind	of	 feedback	had	a	positive	
effect	 on	 the	 learning	process,	 as	 four	 students	 explained,	 because	 it	 helped	 their	
self-study.	 S2,	 S4	 and	 S8	 commented	 that	 this	 kind	of	 feedback	 “gets	 stuck	 in	 our	
minds”	(translation).	S8	said	in	the	interview	that	“although	her	feedback	[T2]	can	be	
confronting	 and	 sort	 of	 putting	 you	 on	 the	 spot,	 her	 analysis	 of	my	mistakes	 and	
strengths	is	very	accurate	and	when	she	put	it	on	the	board	….	I	can	even	see	it	while	
studying	for	the	exam’	(translation);	this	is	a	powerful	example	of	the	effectiveness	
of	 accurately	 communicated	 feedback,	 especially	 in	 relation	 to	 self-study.	 So,	
although	the	number	of	occurrences	of	this	kind	of	feedback	is	not	large	enough	to	
form	a	pattern,	as	 it	was	 reported	only	 three	 times	during	observation,	 it	 is	worth	
studying	for	the	positive	effects	it	had.	Three	of	the	ten	interviewed	students	made	a	
connection	between	this	feedback	and	their	self-study.	
	
The	 following	 are	 two	 examples	 that	 were	 written	 on	 the	 board	 (clear	 explicit	
feedback):	
1) Feedback	was	given	 in	 the	 Introduction	 to	 Interpreting	 tutorial,	Autumn	
semester,	week	12,	dated	14.5.2013:	English	speaking	tutor	helped	in	this	
tutorial,	 along	 with	 T3	 (the	 class	 tutor)	 playing	 the	 role	 of	 the	 English	
speaker	 and	 the	 non-English	 speaker	 respectively	 in	 an	 unscripted	
dialogue	 interpreting	 exercise	 where	 students	 took	 turns	 playing	 the	
interpreter’s	 role.	 Every	 student	 interpreted	 a	 substantial	 part	 of	 the	
dialogue.	The	two	tutors	discussed	each	student’s	performance	with	her	
and	 the	 rest	 of	 the	 class.	 On	 the	 board	 they	 had	 the	 following	 table	
format	and	changed	the	feedback	for	each	student.	The	following	is	one	
example:	
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Table	5-11	:	Example	of	written	feedback	
What	you	did	well	 Improvement	required	 Strategy	
Accuracy	of	content	
Seeking	clarification	
Impartiality	
Using	the	first	person	
Register	
Simultaneous	
Try	to	interrupt	
	
	
2)	Written	feedback	was	given	in	Interpreting	Skills,	in	the	last	tutorial,	dated	
23.10.2013.	T2	had	a	discussion	with	students	about	their	progress	in	general	
throughout	the	unit.	She	wrote	on	the	board	the	following:	
	
Table	5-12	:	Example	2	of	written	feedback	
Student	 Improved	 Required	improvement	
Sx	 Public	speaking/confidence	in	delivery	 Listening	&	note-taking	
Sy	 Note-taking	 Proficiency	in	English	
S3	 Vocab-dialogue	 Proficiency/grammar	English	
Sz	 Register	in	Arabic	 Note-taking/register	in	English	
SI	 Vocab,	note-taking,	confidence	in	DI	and	ST	 Consecutive/English	proficiency	
Sk	 Vocab	(English	to	Arabic)	 Formal	Arabic	
	
Interestingly	 T2	 used	 this	 type	 of	 feedback	 once	 in	 each	 of	 the	 units	 she	 taught.	
Reflecting	on	her	interview	and	teaching	style,	one	can	easily	realise	that	she	is	very	
much	concerned	with	‘progress’	and	‘autonomous	learning’	and	that	might	very	well	
have	shaped	her	 feedback	to	students.	 In	other	words,	one	can	easily	see	that	her	
feedback	was	specific	and	explicit	and	she	made	a	conscious	effort	to	communicate	
that	in	an	articulate	manner	to	achieve	the	aim	of	the	feedback.	Data	collected	from	
students	 showed	 that	 she	 achieved	 this	 aim.	 Although	 some	 students	 were	 not	
particularly	comfortable	with	her	teaching	style	as	it	makes	some	students	feel	they	
were	“being	[put]	on	the	spot”	and	“alert	all	the	time”,	using	students’	expressions,	
they	acknowledged	and	appreciated	the	effectiveness	of	her	feedback.	
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5.8.1.7.	Feedback	via	specific	instructions	
Specific	 feedback	 also	 was	 given	 through	 specific	 instructions	 instead	 of	 negative	
specific	feedback	on	some	occasions.	T2,	in	particular,	used	this	method	often	when	
students	struggled	with	long	sentences	and/or	complex	structures	in	particular	texts	
and	after	unclear	renditions	as	well	as	after	hesitations	and	backtracking.	She	often	
advised	students	to	get	a	meaningful	chunk	of	information	and	try	to	express	ideas	
in	short	SVO	(subject,	verb,	object)	sentences.	This	specific	instruction	was	reported	
in	the	data	43	times	during	the	observation	time	of	this	tutor.	Three	students	gave	
this	 advice	 as	 an	 example	 in	 the	 interview	 to	 describe	 how	 T2’	 s	 feedback	 was	
specific	 and	 helpful.	 They	 all	 agreed	 that	 it	 is	 easy	 to	 remember	 and	 apply	 the	
specific	instructions	this	tutor	gave	in	class	in	their	own	self-study.	
	
5.8.1.8.	Misunderstood	feedback	
Some	feedback	was	completely	misunderstood	by	students.	There	seems	to	be	some	
sort	 of	 relation	 between	 the	 aim	 of	 the	 feedback	 as	 articulated	 by	 tutors	 in	 the	
interview	 and	 some	 of	 these	 misunderstandings.	 For	 example,	 T1	 described	 one	
purpose	 of	 her	 feedback	 as	 advising	 students	 that	 they	 do	 not	 have	 to	 sit	 the	
Accreditation	exam	if	they	do	not	feel	ready	for	it.	This	affected	not	only	her	verbal	
feedback	 but	 also	 more	 importantly	 her	 demeanour	 in	 the	 Accreditation	 Studies	
classroom.	This	purpose	appeared	to	be	communicated	accurately	as	students	were	
discouraged	 about	 sitting	 the	 Accreditation	 exam.	 This	 kind	 of	 feedback	 had	 an	
adverse	effect	in	the	classroom	but	also	created	significant	misunderstanding	among	
students.	
	
S4	 used	 strong	 language	 in	 the	 interview	 to	 describe	 her	 feelings	 during	 the	
Accreditation	 Studies	 tutorials.	 She	 said,	 “I	 felt	 very	 discouraged	 and	 went	 home	
feeling	depressed	every	week	after	the	accreditation	tutorials	…	I	 felt	as	 if	she	[T1]	
was	 saying	 how	 dare	 you	 be	 in	 this	 class,	 you	 do	 not	 deserve	 to	 be	 here”	
(translation).	She	related	an	incident	during	the	interview	that	was	also	reported	on	
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the	 data	 in	 Accreditation	 Studies	 in	 the	 Spring	 semester.	 T1	 asked	 her	 in	 the	 first	
tutorial25	 “how	 are	 you	 going	 to	 do	 Accreditation	 if	 you	 did	 not	 do	 any	 legal	
interpreting?”	The	student	said	in	the	interview	that	T1’s	question	sounded	as	blame	
or	accusation.	The	student’s	defence	was	“no	one	told	me	that	I	need	to	do	it.”	The	
student	 explained	 that	 this	 conversation	was	 a	 bad	 start	 to	 Accreditation	 Studies.	
She	used	this	conversation	as	evidence	that	T1	had	her	mind	set	on	whom	to	pass	
the	Accreditation	exam,	especially	after	S4	failed	the	Accreditation	exam	for	the	first	
time.	
	
In	the	interview,	T1	explicitly	listed	that	one	purpose	of	the	feedback	was	to	advise	
students	about	how	ready	they	were	to	sit	the	Accreditation	exam.	She	had	a	strong	
conviction	of	her	role	in	doing	so,	as	there	were	no	prerequisites	in	place	for	sitting	
the	 Accreditation	 exam,	 except	 doing	 the	 trial	 exam	 regardless	 of	 the	 students’	
performance	 in	 it.	 T1	 also	 had	 a	 strong	 conviction	 of	 her	 role	 of	 ‘upholding’	 the	
standards	of	the	profession	and	the	education	process.	Those	views	and	convictions	
affected	 the	manner	 the	 feedback	was	 given	 and	 how	 students	 perceived	 it.	 As	 a	
result,	 simple	 verbal	 communications	 were	 misunderstood,	 and	 straightforward	
questions	were	perceived	negatively.	
	
This	 student	 (S4)	was	 doing	 Accreditation	 Studies	 and	 attended	 Legal	 Interpreting	
classes	 to	 practise	 after	 T1’s	 permission	 as	 T1	 taught	 both	 Legal	 Interpreting	 and	
Accreditation	Studies.	 Interestingly,	 she	 commented	about	 the	 same	 tutor	 in	 Legal	
Interpreting	 tutorials	 saying,	 “she	 is	 a	 completely	 different	 person….	 I	 learnt	 a	 lot	
even	though	I	was	not	allowed	to	participate	in	the	class”	she	added,	laughing,	“and	I	
had	fun”.	
	
																																																						
25	This	account	was	noted	in	the	data.	In	the	first	Accreditation	Studies	tutorial,	T1	asked	each	
student	to	introduce	themselves	and	say	the	degree	they	were	doing	and	the	subjects	or	units	they	
had	completed.	
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Even	 a	 general	 positive	 feedback	 driven	 by	 the	 same	 purpose	 created	 a	 serious	
misunderstanding,	 or	 at	 least	 aggravated	 it.	 It	 is	 the	 one	 given	 by	 T1	 to	 three	
different	students	in	Accreditation	Studies,	but	strangely	those	three	students	heard	
it	only	once	when	it	was	given	to	one	student.	T1	gave	this	feedback	at	 least	three	
times	 to	 three	 different	 students	 once	 in	 the	 Autumn	 semester	 and	 twice	 in	 the	
Spring	 semester.	The	 feedback	was	“that	 is	a	pass”	and	“that	 is	a	 clear	pass.”	This	
feedback	 created	 a	 huge	 misunderstanding	 among	 students,	 as	 they	 used	 it	 as	
evidence	 to	 support	 their	 conviction	 that	 the	 tutor	had	predetermined	who	would	
pass	the	Accreditation	exam	way	before	the	exam.	That	view	seemed	to	be	common	
among	students,	even	more	after	 the	Autumn	results	was	 revealed,	 creating	more	
resentment	and	hostility	that	was	indirectly	communicated	back	to	the	tutor.	T1	and	
T2	 spoke	 about	 the	 unfounded	 hostile,	 subjective	 and	 personal	 attitude	 of	 some	
students,	affirming	that	no	tutor	is	happy	to	fail	any	student.	T1	not	only	knew	the	
students’	 views,	 but	 also	 retold	 how	 students	 called	 her.	 This	 issue	 is	 explored	 in	
more	detail	in	the	following	section.	
	
T1’s	 values	 and	 high	 expectations	 for	 the	 teaching	 and	 learning	 process	 and	 the	
profession	were	not	missed	by	students	as	they	often	spoke	of	her	“high	standards…	
and	high	expectations”	but	the	positive	effect	of	such	values	was	not	communicated.	
T1	expressed	care,	thoughtfulness	and	sympathy	to	students	 in	the	 interview	all	of	
which,	 unfortunately,	 were	 not	 communicated	 at	 all.	 T1	 expressed	 her	 sympathy	
with	 struggling	 students	 in	 Accreditation	 Studies	 in	 the	 interview	 using	 very	
passionate	words,	 such	 as	 “I	 have	 sleepless	 nights,	 agonising	 about	 students	with	
family	 and	work	 commitments	 trying	 to	 do	 it	 (Accreditation	 exam)….Knowing	 that	
they	cannot	make	 it.”	 	T1’s	values	and	perfectionism	were	partially	 communicated	
but	completely	misinterpreted	and	misunderstood.	
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5.8.2	Feedback	from	students	to	tutors	
5.8.2.1.	Students	and	tutors	view	
Feedback	from	students	to	educators	seemed	to	be	a	problematic	issue	in		teaching	
interpreting	in	this	study	on	many	levels.	That	seemed	to	be	the	case	in	all	languages	
but	particularly	in	the	language	combination	at	hand.	On	one	hand,	students	did	not	
feel	encouraged	 to	give	 feedback	 to	 their	 teachers	either	because	of	 their	 cultural	
background,	 as	 S1	 explained	 “it	 is	 considered	 disrespectful	 in	 our	 culture	 to	 give	
feedback	 to	 tutors”	 or,	 as	 S5	 explained,	 “Arabic-speaking	 teachers,	 even	 though	
helpful,	are	not	as	easy	to	approach	as	others”.	Students	from	an	Asian	background	
seemed	to	have	similar	views.	T4	 (Chinese	 tutor)	 talked	about	her	efforts	 to	 reach	
out	to	her	students	and	to	explain	that	the	teacher-student	relationship	is	different	
in	 the	 Australian	 education	 system	 than	 back	 home	 in	 China.	 On	 the	 other	 hand,	
tutors’	 views	 about	 feedback	 from	 students	 were	 very	 limited	 to	 questions,	 their	
opinions	about	particular	exercises,	how	to	organise	classroom	activities	during	the	
tutorials	and	the	end-of-unit	surveys.	So,	tutors	did	not	often	seek	very	meaningful	
feedback	 from	 their	 students	 in	 the	 classroom	 except	 for	 tutor	 T2,	 as	 will	 be	
explained	in	the	following	section.	
	
5.8.2.2.	Feedback	on	performance	
Although	 feedback	 on	 students’	 performance	 is	 usually	 the	 tutor’s	 job,	 T2	 sought	
feedback	 from	 students	 about	 their	 own	performance.	 T2	often	asked	 students	 to	
reflect	on	 their	own	performance	and	 identify	 challenges	and	difficulties	 they	 face	
and	the	progress	they	are	making	through	two	types	of	discussions	that	she	initiated	
in	the	class.	The	first	type	of	discussion	she	often	had	after	and/or	during	text-based	
interpreting	exercises	was	where	she	asked	students	to	reflect	on	their	performance	
in	 this	 particular	 text,	 identify	 flaws,	 pinpoint	 their	 understanding	 of	 the	 reasons	
behind	 performing	 well	 or	 otherwise	 and	 advised	 them	 of	 strategies	 to	 address	
those	 issues.	This	helped	students	 to	develop	what	 is	 labelled	as	 ‘self-feedback’	or	
‘self-review’	in	Lee’s	study	(2018,	p.	154).		The	second	type	of	discussion	was	where	
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T2	asked	students	 to	 reflect	on	 their	progress	 in	 interpreting	 in	general	and	not	 in	
relation	to	a	particular	text	or	exercise.	An	example	of	that	kind	of	discussion	took	
place	in	the	last	tutorial	in	Interpreting	Skills.	The	tutor	used	the	students’	reflections	
on	their	own	performance	and	progress	and	communicated	back	clear	and	specific	
feedback	about	each	student’s	improvements,	either	acquired	and/or	required,	and	
particular	strategies	for	practising.	Refer	to	section	5.9.1.6	where	the	tutor	used	the	
discussion	and	students’	reflections	on	their	own	progress	and	succinctly	worded	it	
and	wrote	it	on	the	white	board.	
	
In	 the	 interview,	 T2	 identified	 and	 clearly	 articulated	 that	 one	 of	 the	 purposes	 of	
those	discussions	 is	 to	seek	feedback	from	students	to	help	her	 identify	challenges	
that	 students	 face	 and	 to	 understand	 their	 needs	 and	 consequently	 address	 such	
needs.	T2	added	that	she	devised	the	class	activities	to	address	those	issues	not	only	
in	order	to	advise	students	of	suitable	strategies	but	also	to	motivate	and	empower	
them	to	take	responsibility	for	their	own	learning.	T2	elaborated	on	the	usefulness	of	
such	 feedback	 in	 changing	 and	 adjusting	 her	 teaching	 style	 according	 to	 her	
students’	 needs	 in	 different	 parts	 of	 the	 interview.	 Students	 also	 commented	 on	
those	discussions	during	the	interviews.	More	than	four	students	spoke	positively	of	
those	discussions	and	at	 least	 three	 identified	 that	 the	advice	 the	 tutor	 gave	after	
such	discussions	were	accurate,	specific,	clear	and	applicable	in	their	own	self-study.		
	
It	 is	 important	 to	 mention	 that	 peer	 feedback	 and	 self-evaluation	 methods	 were	
used	 in	 some	 interpreting	 classes,	 but	 they	 were	 neither	 used	 as	 often	 nor	 as	 a	
method	to	seek	feedback	from	students	in	order	to	enhance	teaching.	
	
5.8.2.3.	Missed	feedback	(opportunities)	
Although	students	were	not	routinely	invited	to	give	feedback	on	teaching	during	the	
semester,	 there	 was	 meaningful	 and	 insightful	 feedback	 that	 was	 unfortunately	
missed	 by	 teachers,	 intentionally	 or	 unintentionally,	 and	 could	 have	 been	 golden	
opportunities	for	rich	teaching.		
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At	 least	 five	 students	 brought	 up	 the	 difficulty	 of	 performing	 the	 three	 stages	 or	
phases	 of	 interpreting	 (comprehension,	 conversion,	 delivery)	 in	 such	 a	 very	 short	
time.	 Students	 used	 lay	 terms	 when	 they	 explained	 this	 difficulty	 but,	 in	 all	 five	
incidents	 reported	 in	 the	 data,	 the	 complexity	 of	 performing	 many	 tasks	 almost	
parallel	was	explicitly	expressed.	This	 issue	was	raised	in	 introductory	units	such	as	
Introduction	 to	 Interpreting	 as	 well	 as	 in	 advanced	 units	 such	 as	 Accreditation	
Studies,	 and	 it	 was	 raised	 by	 high	 achieving	 students	 (S10)	 as	 well	 as	 struggling	
students	(S3)26.	In	all	five	instances,	tutors	did	not	respond	to	acknowledge	the	level	
of	complexity	of	 interpreting,	nor	did	 they	mention	any	work	 in	 the	 literature	 that	
deals	 with	 this	 issue	 such	 as	 Gile’s	 Effort	 Model	 (1995;	 2009)	 that	 specifically	
addresses	 this	 issue.	 Instead,	 tutors	 offered	 particular	 advice	 such	 as	 attentive	
listening	and	avoiding	excessive	note-taking,	as	well	as	strategies	such	as	reading	and	
looking	for	meaningful	chunks	of	information	rather	than	hanging	on	to	every	word;	
but	they	did	not	offer	any	theoretical	basics	to	deal	with	such	core	challenges	to	the	
interpreting	task.			
	
Another	example	of	feedback	from	students	that	was	missed	by	some	tutors	was	in	
relation	to	the	material	used	for	practice	in	class.	S10	raised	the	issue	of	having	hard	
copy	scripted	material	to	practise	in	class	three	times;	once	in	Legal	Interpreting	and	
twice	 in	 Accreditation	 Studies.	 She	 raised	 this	 issue	 twice	 after	 positive	 feedback:	
once	after	the	tutor	gave	her	very	positive	feedback	after	interpreting	a	speech	from	
Arabic	to	English:	the	student	replied	“well	 I	know	it	by	heart	now”	because	 it	was	
given	as	homework	to	prepare	for	the	tutorial;	and	again,	after	T1	gave	very	positive	
feedback	to	another	student.	The	same	student	(S10)	raised	the	same	issue	for	the	
third	time	in	relation	to	analysis	in	Accreditation	Studies	as	T1	was	explaining	how	to	
analyse	speech	text	for	interpreting	from	English	to	Arabic.	She	commented	“yea,	…	
																																																						
26		The	adjectives	‘high	achieving’	and	‘struggling’	are	the	researcher’s	qualifiers	used	after	the	
students	shared	their	marks	in	many	units.			
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it	seems	easy,	we	have	it	(text)	in	our	hands...but	do	they	expect	us	to	do	the	same	
while	listening,	understanding,	taking	notes	and	then	interpreting?”		
	
This	 type	of	 feedback	 from	students	was	 insightful	and,	 to	my	understanding,	very	
legitimate	 for	more	 than	 one	 reason.	 First,	 they	 express	 not	 only	 a	 difficulty	 that	
students	 have	 in	 their	 learning	but	 also	 an	 intuitive	understanding	of	 the	 complex	
nature	of	interpreting.	Second,	those	feedback	examples	demonstrate	the	students’	
ability	 to	 compare	 the	 teaching	 style	 with	 the	 skills	 they	 needed	 to	 master	 and,	
although	this	comparison	was	again	intuitive	and	vaguely	expressed,	it	was	reflected	
in	 scholarly	 literature	on	 the	 topic.	To	make	 the	point	clearer,	S10	understood	 the	
nature	and	complexity	of	the	interpreting	process	as	having	to	perform	many	tasks	
(listening,	 understanding,	 analysing,	 translating	 and	 rendering	or	 interpreting).	 She	
also	 pointed	 out	 the	 contrast	 between	 the	 nature	 of	 interpreting	 and	 the	 tutor’s	
teaching	style	in	preparing	a	scripted	hard	copy	text	and	explaining	text	analysis	in	at	
least	45	minutes	while	the	task	is	to	hear	the	text	for	the	first	time,	analyse	it,	find	
equivalents	and	produce	the	rendition	in	a	few	seconds.	The	student	unconsciously	
and	 implicitly	 realised,	 and	 then	 expressed,	 that	 this	 kind	 of	 teaching	 was	 not	
suitable	for	the	task	she	needed	to	perform.	It	could	also	be	that	the	student	could	
not	understand	how	 this	 teaching	 style	would	help	her	 learn	and	master	 the	 skills	
she	needed	to	perform	the	task	successfully.	The	tutor	did	not	or	could	not	explain	
that	 connection,	or	 the	 rationale	behind	 the	 teaching	 style	 and	how	 it	would	help	
her	learn	interpreting	and	master	the	skills	she	needed	through	this	teaching	style.		
	
This	 type	 of	 feedback,	 to	 my	 mind,	 presented	 golden	 opportunities	 to	 familiarise	
students	with	 relevant	 theoretical	 framework,	not	only	 the	ones	 teachers	adapt	 in	
their	teaching	but	also	other	various	theories.	This	theoretical	knowledge	would	help	
students	 understand	 the	 complexity	 of	 the	 task	 they	 need	 to	 master,	 know	 the	
rationale	 behind	 the	 tutors	 teaching	 style	 and	 instructions,	 as	 well	 as	 realise	 that	
there	are	many	different	approaches	to	tackle	this	task.		
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5.8.2.4.	Indirect	feedback	
Another	type	of	missed	feedback	that	was	not	only	taking	place	and	communicated	
accurately,	but	also	affecting	some	student-tutor	relationships	and	more	importantly	
affecting	the	classroom	atmosphere	adversely,	is	indirect	feedback.	Ironically,	some	
direct	 feedback	 was	 missed	 in	 the	 class	 while	 indirect	 feedback,	 which	 was	 not	
always	 articulated	 verbally,	 was	 not	 missed	 by	 tutors.	 Tutors	 seemed	 to	 know,	
somehow,	their	students’	views	on	them.	T2	spoke	in	general	terms	about	students	
having	 “a	 difficult	 attitude	 …	 being	 subjective	 and	 personal	 …	 about	 tutors”	 then	
added	emphatically	“no	tutor	is	happy	to	fail	any	student”.	
	
T1	was	very	specific	and	precisely	expressed	students’	views	of	her	using	the	same	
words	they	used.	T1,	to	my	surprise,	was	completely	aware	of	students’	views	about	
her	 and	 knew	precisely	what	 they	 said	 about	her,	 their	 ‘gossip’,	 and	even	actually	
being	able	to	describe	precisely	what	they	called	her.	Yet	she	dismissed	their	views	
as	“do	not	matter”	and	“not	important”	because,	according	to	T1,	their	views	were	
irrelevant	because	 she	valued	her	 role	 to	“uphold	 the	 standards”	on	 the	academic	
level	as	well	as	on	the	professional	level.	So,	although	all	students	had	high	regards	
to	 T1’s	 high	 standards	 and,	 more	 importantly,	 although	 T1	 was	 passionately	
agonising	 about	 students’	 predicaments,	 successes	 and	 failures,	 especially	 in	
Accreditation	 Studies,	 she	 could	 not	 communicate	 those	 values	 and	 views	 to	 win	
students	over	and	to	get	them	on	board	to	improve	the	communication	in	class	and	
consequently	improve	their	learning.		
	
Interestingly,	 student	participants	 insisted	 that	 I	make	 their	 voices	heard	and	 their	
views	 known	 through	 the	 study,	 not	 realising	 that	 their	 views	 were	 already	 very	
accurately	 communicated	 somehow.	 This	 broken	 communication	was	 very	 vivid	 in	
Accreditation	Studies	when	the	stress	of	acquiring	the	Accreditation	was	running	the	
highest	among	students.		
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Observing	Accreditation	 Studies	 tutorials	 and	 listening	 to	 students	 and	 tutors,	 one	
can	almost	see,	hear	and	touch	the	frustration	of	both	parties.	And	one	cannot	help	
but	wonder	how	better	communication	would	have	helped	or	even	transformed	the	
learning	 process.	 Especially	 considering	 that	 none	 of	 those	 issues	 were	 present	
during	teaching	Legal	Interpreting.	The	classroom	atmosphere	was	different	in	Legal	
Interpreting	and	although	T1	made	good	use	of	every	minute	of	the	tutorial	time	and	
students	 were	 attentive	 and	 alert,	 students	 seemed	 to	 enjoy	 learning	 and	
discussions	and	T1	often	threw	in	a	comment	that	provoked	laughter.	Three	of	the	
interviewed	students	were	observed	in	both	units;	none	of	them	had	the	same	views	
in	relation	to	T1	in	Legal	Interpreting.	Moreover,	S4	could	identify	the	difference	in	
T1’s	 attitude	 and	 demeanour	 in	 Legal	 Interpreting	 saying,	 “she	 (tutor)	 was	 a	
completely	different	person”	and	also	articulated	how	that	affected	the	learning:	“I	
learnt	a	lot”	and	added,	“I	even	had	fun”.	
	
	Indirect	 feedback	 that	was	partially	 communicated	and	completely	misunderstood	
affected	 the	 teaching	 and	 learning	 process.	 Misunderstanding	 and	 broken	
communication	 had	 an	 adverse	 effect	 on	 the	 interpreting	 classroom	 and	 on	 the	
students	learning	experience.		
	
5.9	Tutors	and	students’	perception	of	interpreting	teaching	
and	learning	
5.9.1	The	challenges	
The	 following	 is	 a	 brief	 analysis	 and	 comparison	 of	 how	 tutors	 and	 students	
perceived	the	challenges	in	interpreting	teaching	and	learning	process.	
	
Tutors	and	students	agreed	to	a	reasonable	extend	that	linguistic	competency	is	one	
of	 the	most	challenging	aspects	of	 the	process	of	 teaching	and	 learning	process.	 It	
was	 evident	 from	 the	 data	 that	 this	 agreement	 is	 stronger	 when	 it	 comes	 to	
competency	 of	 the	 English	 language	 and	 formal	 Arabic.	 The	 students’	 views	were	
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backed	up	with	the	classroom	observation	data	as	many	students	struggled	with	high	
register	 in	 both	 English	 and	 Arabic.	 The	 data	 suggests	 that	 tutors	 found	 students’	
linguistic	 incompetency	 much	 more	 problematic	 than	 those	 students	 did,	 and	
although	those	students	admitted	that	linguistic	competency	is	a	challenging	aspect	
in	their	learning,	they	did	not	seem	to	really	comprehend	and	appreciate	how	their	
linguistic	incompetency	affected	all	aspects	of	their	learning.		
	
Interpreting	 skills	 seemed	 to	 come	 next	 in	 relation	 to	 the	 level	 of	 difficulty	 it	
presented	 in	the	process	to	both	teachers	and	students.	Mostly	tutors	were	of	the	
view	that	teaching	 interpreting	skills	 is	challenging	because	of	the	students’	 lack	of	
linguistic	competency.	T2	confirmed	that	teaching	interpreting	skills	would	not	have	
been	such	a	problem	if	students	were	linguistically	more	competent.	Students	found	
note-taking	 and	 managing	 memory	 the	 most	 challenging	 aspects	 of	 interpreting	
skills.	
	
Extra-linguistic	competency	was	not	discussed	in	great	depth	by	most	participants,	
but	 students	 attributed	 the	 relevant	 ease	 of	 dialogue	 interpreting	 partly	 to	 the	
‘familiarity	of	the	topics’.	 In	other	words,	they	knew	that	dialogue	interpreting	was	
easier	because	they	were	more	familiar	with	the	settings	and	the	topics.	
	
Time	was	considered	problematic	for	tutors	and	students	for	different	reasons.	T1,	
for	example,	 explained	 that	 lack	of	 time	was	a	problem	especially	 in	Accreditation	
Studies	because	of	the	students’	lack	of	competency	while	T2	found	that	lack	of	time	
was	a	problem	in	relation	to	progress.	T3	identified	time	as	a	problem	because	it	was	
hard	 to	 teach	 so	many	 topics	 to	 students	 of	 variable	 backgrounds	 in	 such	 a	 short	
time,	referring	to	the	weekly	two-hours	tutorials.	T4	saw	that	time	was	not	enough	
for	students	to	practise	in	class	because	of	the	large	classes.	Students,	on	the	other	
hand,	 found	 time	 problematic	 in	 relation	 to	 self-study	 because	 of	 their	 work	 and	
family	 commitments,	 as	 almost	 all	 participants	 were	 mature	 students.	 Some	
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students	 found	 time	 was	 also	 a	 problematic	 issue	 in	 class	 because	 of	 poor	 time	
management	of	some	tutors.	
	
In	relation	to	material,	all	students	stated	that	the	Internet	is	very	good	and	helpful	
source	of	material,	 although	 they	 found	 that	 searching	 for	appropriate	material	 to	
practise	 in	 their	 self-study	 was	 time	 consuming.	 Tutors	 and	 students	 agreed	 that	
authentic	material	for	dialogue	interpreting	is	an	issue	in	the	process.	Students	also	
found	that	authentic	Arabic	material	is	harder	to	find.		
	
Classroom	observation	 data	 showed	 that	 some	material	 relating	 instructions	were	
given	 by	 T2	 during	 homework	 instructions,	 such	 as	 looking	 for	 content-heavy	
material	or	material	with	much	terminology.	T3	advised	students	of	websites	to	use	
for	context	and	content	as	well	as	dictionaries	but	gave	no	specific	criteria	of	suitable	
material	 for	 practising.	 T1	 explained	 how	 to	 search	 the	 Internet	 for	 material	 on	
specific	 topics	 but	 that	 was	 done	 at	 a	 very	 late	 stage	 in	 Accreditation	 Studies	
teaching	as	part	of	preparing	for	the	Accreditation	exam.	The	data	shows	that	little	
teaching	took	place	on	how	to	evaluate	material	for	training	and	self-study.	
	
There	was	 an	 almost	 unanimous	 agreement	 on	 the	 level	 of	 difficulty	 of	 the	 three	
interpreting	 modes	 as	 well	 as	 the	 rationale	 behind	 this	 agreement.	 All	 students	
agreed	 that	 dialogue	 interpreting	 is	 the	 easiest	 interpreting	mode	 because	 of	 the	
familiarity	 of	 topics	 and	 the	 relatively	 low	 register	 of	 the	 language	 used.	 Students	
also	 agreed	 that	 the	 most	 difficulties	 they	 faced	 during	 sight	 translation	 is	 the	
complex	language	structure	and	register	while	memory,	note-taking	and	register	are	
the	most	problematic	skills	in	relation	to	consecutive	interpreting.	
	
To	 put	 it	 more	 directly,	 although	 students	 admit	 to	 the	 fact	 that	 their	 linguistic	
competency	 is	not	up	 to	 the	 standards	 required	 for	 their	 learning	 to	 go	 smoothly,	
their	 views	 of	 that	 challenge	was	 not	 as	 strong	 as	 some	 of	 the	 tutors’.	 	 Although	
students	were	aware	of	their	language	issues,	they	generally	did	not	seem	to	realise	
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and	 acknowledge	 how	 seriously	 those	 issues	 impacted	 upon	 their	 performance.	
Students	 did	 not	 challenge	 the	 fact	 that	 having	 good	 command	 of	 the	 working	
language	 pair	 as	 a	 prerequisite	 to	 study	 interpreting.	 They	 know	 that	 much.	 It	
seemed,	 however,	 that	 they	 did	 not	 have	 an	 accurate	 understanding	 and	
appreciation	 of	 the	 high	 level	 of	 competency	 required.	 They	 did	 not	 know	 what	
‘good’	was	good	enough.			
	
5.9.2	Students’	competency	variation	
The	 largely	 variant	 levels	 of	 competency	 among	 students	 presented	 an	 ongoing	
challenge	 to	 teachers.	 T2	 and	 T3	 explained	 that	 the	 variation	 in	 students’	
competencies	 and	backgrounds	presented	a	 great	difficulty	 in	designing	 classroom	
activities	 that	 can	 push	 struggling	 students	 without	 frustrating	 them	 while	 at	 the	
same	 time	 be	 challenging	 and	 gratifying	 enough	 to	 ensure	 progress	 for	 the	more	
accomplished	 students.	 Those	 views	 seem	 to	 be	 in	 agreement	 with	 the	 teacher	
participants	 in	 the	 study	 carried	 out	 by	 Slatyer	 (2015),	 who	 highlighted	 the	
challenges	 that	 students’	 varying	 profiles	 and	 competences	 present	 in	 curriculum	
design	(Slatyer,	2015,	p.224).	T3	also	added	that	fairly	assessing	students	with	such	
variant	 level	 of	 competencies	 and	 mixed	 abilities	 and	 backgrounds	 is	 also	 very	
challenging.	This	challenge	for	this	particular	tutor	was	validated	and	became	more	
evident	by	her	students’	views	when	they	compared	the	classroom	feedback	and	the	
marks	they	achieved	in	Introduction	to	Interpreting	in	both	assignments	and	in	class	
assessments	 as	 well	 as	 in	 the	 final	 exam.	 As	 mentioned	 earlier,	 at	 least	 three	
students	described	 the	 tutor	 feedback	as	 confusing.	They	explained	 the	 reason	 for	
that	confusion	was	that	they	always	received	positive	encouraging	feedback	in	class,	
but	their	marks	were	bad.	The	trouble	from	the	tutor’s	end	seemed	to	be	in	striking	
a	balance	of	being	encouraging	in	class	to	cater	for	and	consider	struggling	students,	
and	 having	 fair	 assessments	 for	 the	 mixed	 ability	 cohort.	 This	 struggle	 produced	
confusion	 from	 the	 students’	 points	 of	 view	 as	 they	 always	 received	 positive	 and	
encouraging	feedback	in	class	and	low	marks	in	assessments.	
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The	majority	 of	 students	 did	 not	 seem	 to	 find	 the	 variation	 in	 their	 competencies	
problematic	except	for	two	students.	S2	justified	her	agreement	that	this	variation	in	
students’	competencies	 is	a	problem	 in	 the	classroom,	stating	 that	 it	 is	not	 fair	 for	
both	competent	students	(as	 it	slows	them	down)	and	for	 less	competent	students	
(as	it	can	frustrate	them).	S10	expressed	that	having	less	competent	students	slows	
the	classroom	down.		
	
5.9.3.	Entry	exam	
Surprisingly,	 there	was	 no	 disagreement	 between	 the	 students	 and	 tutors	 on	 that	
issue.	As	a	matter	of	fact,	in	general,	the	majority	of	both	tutors	and	students	agreed	
on	the	importance	of	having	a	screening	exam	in	place	but	for	different	reasons.	Six	
students	agreed	that	a	screening	exam	is	appropriate	for	number	of	reasons.	S3	held	
a	strong	opinion	about	the	importance	of	a	screening	exam	when,	as	she	struggled	
through	the	course,	she	commented,	“at	least	we	will	know	what	we	are	up	against	
and	what	 to	expect”	 (translation).	Meanwhile	 S1	 thought	 it	was	 good	 idea	 for	 the	
university	 to	 identify	 areas	 to	 help	 students	 and	 S2’s	 reason	 was	 “so	 struggling	
students	do	not	slow	down	the	class”.	S10	however,	weighed	the	benefits	and	the	
disadvantages	of	having	fewer	students	without	giving	any	committal	answer.	
	
Looking	at	tutors’	views	on	this	issue,	the	same	trend	is	vividly	seen	in	the	data.	T1	
held	very	strong	views	about	the	importance	of	having	a	screening	exam	to	ensure	
acceptable	 competency	 standards.	 She	 used	 very	 strong	 expressive	 language	 to	
describe	her	experience	to	have	an	entry	or	screening	exam	in	place:	“I	fought	for	it	
[screening	 exam]	 for	 years….	 not	 only	 in	 this	 university	 but	 across	 all	 universities	
[but]	 did	 not	 have	 support	….	 from	any	 influential	 parties	 at	 least.”	 T2	 shared	 the	
same	views	and	expressed	that	having	a	screening	exam	is	very	important	at	least	to	
ensure	adequate	linguistic	competency	among	the	students.	T3	had	the	views	that	it	
could	help	the	university	identify	areas	to	support	students.	T4	had	the	same	views	
of	 S10	 comparing	 the	 advantages	 and	 disadvantages	 of	 having	 a	 screening	 exam	
without	any	committal	answer.	
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Basically,	 tutors	 and	 students	 were	 equally	 insightful	 about	 the	 controversy	 of	 a	
screening	 exam.	 The	 same	 spectrum	 of	 views	 was	 expressed	 among	 tutors	 and	
students.	Although	they	all	acknowledged	the	implications	of	such	an	exam,	no	one	
addressed	the	issue	of	its	feasibility	as	Malkiel	(2008,	p.62)	discusses,	the	difficulty	is	
to	 devise	 a	 screening	 exam	 to	 assess	 many	 of	 the	 required	 qualities	 in	 potential	
interpreting	students.	
	
5.9.4	Theoretical	framework	
Tutors	 and	 students	 unanimously	 agreed	 about	 another	 aspect	 of	 the	 process:	
Theory.	 They	 all	 agreed	 that	 the	 theory	 they	 teach/study	 is	 sufficient.	 This	 seems	
interesting	as	teachers	in	another	university	in	Australia	seemed	to	think	differently	
than	 their	 students.	 In	 Huang’	 study,	 the	 findings	 show	 that	 teachers	 view	
translation	theories	as	of	great	importance	while	students	do	not	seem	to	share	the	
same	views	(Huang,	2019,	p.121).	However,	in	this	study,	students	perceived	theory	
in	translation	as	more	useful	and	applicable	than	theory	in	interpreting.	This	raises	a	
major	question:	Why	do	students	find	theory	more	important	in	translation	than	in	
interpreting?		
	
It	 is	 important	here	to	have	a	word	about	the	teaching	of	 theory.	As	mentioned	 in	
the	 Findings	 (Chapter	 4),	 four	 units	 were	 taught	 through	 lectures	 and	 tutorials:	
Introduction	 to	 Interpreting,	 Interpreting	 Skills,	 Legal	 Interpreting	 and	 Interpreting	
Skills	 were	 taught	 through	 one-hour	 weekly	 lectures;	 Introduction	 to	 Interpreting	
and	 Interpreting	 skills	 had	 two-hour	 weekly	 tutorials	 and	 Legal	 and	 Medical	
Interpreting	had	three-hour	weekly	tutorials.	In	all	four	units	the	relevant	theory	was	
taught	and	examined	in	the	lectures.	On	few	occasions	some	references	were	made	
to	theory	in	tutorials.		
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	Three	students,	S7,	S8	and	S9,	deemed	theory	in	interpreting	as	“not	helpful”,	“not	
practical”	 and	 “not	 applicable”	 as	 opposed	 to	 theory	 in	 relation	 to	 translation.	 S7	
was	more	 specific	as	he	explained	 that	 theory	was	only	 taught	 in	 lectures	and	 the	
examples	the	lecturer	used	were	not	in	Arabic	and	that	is	the	reason	that	he	found	
theory	was	not	applicable.	S4	and	S5	commented	on	the	translation	tutor,	explaining	
that	 this	 tutor27	 went	 through	 every	 theory	 taught	 in	 the	 lecture	 using	 Arabic	
examples	 and	 that	 is	 the	 reason	 they	 found	 that	 theory	 was	 more	 helpful	 in	
translation.	 Some	students	understood	and	acknowledged	 the	benefits	of	 studying	
theory.	 S2	 articulated	 an	 insightful	 reason	 “it	 [theory]	 is	 enlightening...	 	 helps	 us	
know	why	we	interpret	the	way	we	do.”	S3	thought	that	no	more	theory	was	needed	
but	added	that	that	she	found	an	article	about	de-verbalisation	very	helpful.	S10	was	
very	determined	 that	 there	was	no	need	 to	 study	 theory	as	 “it	 [interpreting]	 is	 all	
about	 practice	 ….	 Practice,	 practice,	 practice,”	 she	 emphasised.	 Interestingly,	 S6	
described	 theory	as	 a	 “luxury”	 that	 could	not	be	afforded	as	 she	 said,	 “we	do	not	
have	 the	 luxury...	 there	 is	not	 time.”	The	students’	arguments	around	theory	were	
different	 but	 all	 of	 them	 agreed	 that	 there	 was	 no	 need	 for	 including	 any	 more	
theoretical	components.		None	of	them	specified	any	theory	they	were	referring	to.	
Tutors	shared	the	same	view	that	the	theoretical	component	is	enough.	
	
5.10.	Students’	self-study:	students’	role	and	tutors’	role	
The	term	‘self-study’	refers	to	students’	learning	activities	outside	of	the	classroom.	
Students	 were	 required	 to	 attend	 classes	 and	 submit	 assignments	 on	 time	 and	
prepare	 for	 in-class	 assessments	 as	well	 as	 the	 final	 exams.	 That	 involved	 a	 great	
deal	 of	 learning	 that	 students	 were	 expected	 to	 do.	 In	 all	 units	 a	 considerable	
amount	of	time	was	spent	to	explain	the	expectations	and	the	requirements	of	those	
assignments	 and	 assessments.	 In	 the	 Findings	 (Chapter	 4),	 there	 are	 references	 to	
activities	 dedicated	 solely	 to	 this	 as	 “guidelines,	 expectations	 and	 assessments.”	
Those	activities	mostly	took	place	at	the	beginning	of	the	semester	and	was	revisited	
																																																						
27	This	tutor	was	not	a	participant	in	the	study.	
	 215	
as	needed:	before	assignment	due	dates,	 in-class	assessments	and	before	 the	 trial	
exam	 as	 the	 tutors	 explained	 in	 their	 questionnaires.	 During	 those	 activities,	 all	
tutors	explained	their	expectations	of	 students,	and	the	 issue	of	 students’	 learning	
and	 practising	 through	 self-study	 was	 the	 core	 concept.	 Students	 asked	 various	
questions	 about	 assignment	 tasks	 and	 marking	 criteria.	 The	 time	 spent	 on	 those	
activities	varied.	The	following	table	illustrates	the	time	spent	on	this	type	of	activity	
in	 each	 unit	 in	 minutes,	 and	 the	 percentage	 in	 relation	 to	 the	 total	 tutorial	 time	
observed.		
	
Table	5-13	:	Time	spent	on	explaining	unit	outlines	and	expectations	
Unit	 Intr	Int	(A)	 Intr	Int	(S)	 Intr	Skill	 Legal	Int	 Medical	Int	 Acc	(A)	 Acc	(S)	
Time	 40	(5%)	 120	(13%)	 60	(6%)	 35	(5%)	 65	(3%)	 75	(15%)	 70	(14%)	
	
The	 variation	 between	 the	 time	 spent	 on	 those	 activities	 in	 Introduction	 to	
Interpreting	 in	 the	 Autumn	 and	 Spring	 semesters	 can	 be	 due	 to	 the	 fact	 that	 the	
classroom	observation	in	the	Autumn	semester	started	in	week	6	and,	as	mentioned	
earlier,	those	activities	mostly	took	place	at	the	beginning	of	the	semester.	All	things	
considered,	those	type	of	activities	took	much	longer	in	Introduction	to	Interpreting	
and	 Accreditation	 Studies.	 One	 plausible	 reason	 can	 be	 the	 nature	 of	 those	 two	
units;	 on	 the	 one	 hand,	 Introduction	 to	 Interpreting	 is	 one	 of	 the	 earliest	 units	
students	 take	 in	 their	 course	 of	 study	 and	 naturally	 they	 need	 more	 time	 to	
understand	the	expectations.	T3	and	many	of	her	students	expressed	that	they	are	
considered	‘beginners’	in	the	process	of	learning	interpreting.	Accreditation	Studies,	
on	the	other	hand,	is	the	culmination	of	all	interpreting	units	as	described	by	T1	and	
the	expectations	are	high,	as	students	have	to	achieve	at	least	70%	to	pass.	T1	spent	
a	substantial	amount	of	time	explaining	the	expectations	and	the	marking	criteria	in	
the	Accreditation	exam.	She	also	gave	a	lot	of	advice	about	the	nature	of	the	exam	
and	how	students	should	prepare	for	it.	It	was	noted	in	the	data	that	she	repeatedly	
described	the	exam	as	a	‘marathon’	and	advised	students	that	they	do	not	only	need	
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to	practise	 interpreting	but	also	 to	practise	 interpreting	 for	at	 least	45-60	minutes	
with	only	a	few	seconds	break	and	to	maintain	concentration	throughout.	
	
In	all	units,	during	those	activities,	tutors	advised	their	students	of	the	importance	of	
practising	 interpreting	 outside	 the	 classroom.	 They	 gave	 general	 advice	 of	 the	
material	 and	 strategies.	 All	 tutors	 spoke	of	 the	 importance	of	 reading,	 keeping	up	
with	current	affairs,	and	practical	methods	of	practising	 interpreting	such	as	taping	
renditions	 (interpretations)	 and	 evaluating	 them.	All	 tutors	 seemed	 aware	 of	 their	
role	in	raising	students’	awareness	of	the	importance	of	self-study	in	that	sense	and	
they	all	did	it	almost	invariably.	Also,	all	students	knew	their	role	in	that	sense;	they	
knew	 that	 they	 needed	 to	 ‘practise’	 outside	 the	 class.	 That	 was	 evident	 in	 their	
interviews.	Some	students	admitted	that	they	needed	to	 ‘practise	more’	and	some	
thought	 they	 were	 doing	 enough	 while	 others	 expressed	 the	 view	 of	 “the	 more	
[practice],	the	merrier.”		They	knew	that	much.	
	
All	 tutors	advised	students	 to	 ‘practise’	 in	 their	self-study	but	again	almost	always;	
this	 piece	 of	 advice	 was	 given	 in	 general	 and	 broad	 terms.	 Although	 tutors	
recommended	 strategies	 such	 as	 reading,	 listening	 to	 current	 affairs	 and	 radio	
channels,	practising	paraphrasing	and	use	shadowing	and	simultaneous	interpreting	
to	 practise,	 all	 these	 advices	 were	 in	 broad	 terms.	 All	 students	 understood	 the	
importance	of	‘practising’	outside	the	classroom	in	their	self-study.	However,	almost	
always,	 students	 also	 talked	 about	 self-study	 and	 practising	 in	 general	 and	 broad	
terms.	This	was	evident	in	the	student	interviews	through	the	language	they	used.	In	
answering	different	questions	 in	relation	to	self-study	and	students’	 roles	and	how	
they	study,	all	students	used	broad	words	to	describe	their	methods	and	strategies:	
“study	well”,	“practise	more”,	“read	more”,	“put	many	hours”,	“interpret	on	the	go”,	
“study	the	glossary”.	Except	in	Interpreting	Skills	and	Medical	 Interpreting	when	T2	
advised	 students	 to	use	 the	homework	detailed	 instructions	 in	 their	 own	 learning,	
students	 were	 not	 taught	 in	 the	 class	 how	 to	 learn	 and	 acquire	 knowledge	
systematically	and	methodically.		
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Both	tutors	and	students	talked	about	students’	active	role	at	various	stages	of	the	
classroom	observations	and	interviews.	Some	students	expressed	their	awareness	of	
their	responsibility	in	the	process	of	learning	(S2,	S4,	S5,	S10)	while	others	seemed	to	
be	oblivious	of	the	active	role	they	should	have	in	the	process.	And	some	admitted	
explicitly	that	they	take	a	“passive	role”	and	they	“like	to	be	told	what	to	do”	as	S1	
articulated.	Meanwhile	others	implicitly	showed	that	they	are	“doing	the	homework	
and	the	glossary”	as	S6,	S8	and	S9	spoke	in	the	interview.	Tutors	were	aware	of	this	
problem	as	T2	and	T3	expressed	that	although	most	of	students	are	committed	and	
willing	to	put	in	the	effort,	they	did	not	show	initiative.	T4	defended	her	students	as	
“willing	to	try	strategies”	out	of	desperation	because	interpreting	cannot	be	studied	
in	textbooks	before	sitting	the	exam.	Interestingly,	S9	was	convinced	that	she	knew	
“how	 to	 study	 for	 exam…and	 know	 what	 they	 [examiners]	 are	 looking	 for”.	 T5	
implicitly	 expressed	 this	 passive	 view	 of	 learning	 as	 she	 simply	 said	 that	 students	
knew	how	to	study	because	 they	studied	many	 interpreting	units	and	 that	 implied	
that	 students	 did	 and/or	 should	 know	 how	 to	 study	 by	 mere	 repetition	 of	 the	
studying	 process.	 T1	 expressed	 her	 frustration	 about	 not	 having	 self-motivated	
students	except	for	one	or	two	“who	are	passionate	enough	to…have	the	drive	for	
self-auditing...	 autonomous	 learning…professional	 development”.	 That	 seemed	 to	
imply	the	view	that	students	should	come	to	the	learning	process	with	those	values	
instilled	in	them.		
	
Although	all	tutors	often	tried	to	engage	students	in	the	learning	process,	as	noted	
earlier,	 some	 feedback	 from	 students	 indicated	 that	most	 of	 them	were	 not	 fully	
aware	 of	 their	 active	 role	 in	 the	 process.	 This	 lack	 of	 awareness	 seemed	 most	
prevalent	 in	 tutorials	where	the	tutor	did	not	consistently	make	students	aware	of	
their	active	 role	and	urge	 them	to	 take	 responsibility	 in	 their	own	 learning.	Tutors	
repeatedly	expressed	in	the	interviews	that	most	students	are	committed	but	do	not	
take	 any	 initiative	 in	 the	 learning	 process.	 Yet	 as	 the	 data	 shows,	 some	 tutors	
seemed	 satisfied	 that	 it	 was	 sufficient	 merely	 to	 explain	 assignments	 and	
assessments	and	to	push	students	to	study	and	practise.		
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Students’	 awareness,	 or	 lack	 thereof,	 of	 their	 active	 role	 in	 the	 learning	 process	
demonstrates	 the	 importance	 of	 the	 teacher’s	 role	 to	 raise	 this	 awareness	 so	
students	 can	be	 responsible	and	 take	 charge	of	 their	 learning	and	progress.	When	
tutors’	 efforts	 in	 that	endeavour	are	not	made	explicitly	 and	methodically,	or	only	
made	to	varying	degrees	in	the	classroom,	then	students’	awareness	is	lower,	thus,	
their	participation	in	the	learning	process	is	limited	to	doing	what	they	were	told	for	
assignments	and	homework	and	that	affects	their	chances	to	succeed	and	excel.	
	
Teachers	have	a	crucial	role	in	raising	students’	awareness	not	only	of	the	active	role	
they	should	have	in	the	learning	process,	but	also	of	their	needs	in	terms	of	sufficient	
linguistic	competency.	This	awareness	will	help	students	take	responsibility	and	be	in	
charge	 of	 their	 own	 learning,	 and	 that	 is	 bound	 to	 empower	 them	 and	 ensure	
autonomous	learning.	
	
5.11	Teachers:	values,	beliefs	and	focus	and	classroom	
dynamics	
The	 issue	 of	 teaching	 styles	 and	 classroom	 dynamics	 is	 an	 important	 aspect	 in	
community	 interpreting	 teaching	and	 learning	process	as	 it	has	a	great	 impact	not	
only	on	 the	process	 and	on	 the	end-product	but	 also	on	 the	 relationship	between	
the	main	parties	of	the	process—teachers	and	students—which	consequently	has	a	
considerable	 impact	 on	 the	 level	 of	 co-operation	 between	 the	 two	 parties	 in	 the	
classroom.	
	
The	 subjective	 nature	 of	 translation	 was	 discussed	 by	 Malkiel	 in	 relation	 to	
evaluation	 and	 how	 this	 evaluation	 is	 affected	 by	 the	 views	 that	 students	 and	
teachers	have	of	each	other.	She	even	ventured	to	consider	the	‘chemistry’	between	
the	 teachers	 and	 their	 students	 as	 one	 of	 the	 evaluation	 factors	 (Malkiel,	 2008,	
p.69).	The	data	suggests	that	this	 is	as	relevant	to	the	teacher-student	relationship	
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and	 classroom	 atmosphere	 as	 it	 is	 to	 the	 evaluation	 and	 the	 grades.	 Often	 tutors	
talked	 about	 students’	 attitude,	 commitments,	 enthusiasm	 and	 motivation.	 And	
conversely,	students	talked	at	great	length	about	tutors’	attitudes	towards	them	and	
how	 that	 affected	 the	 students’	 views	 of	 the	 classroom	 and	 how	 they	 perceived	
tutors’	feedback.	Needless	to	say,	those	views	and	perceptions	of	both	teachers	and	
students	have	had	an	 impact	on	 the	 teaching	and	 learning	process	 and	outcomes.	
This	chemistry,	if	I	can	borrow	Malkiel’s	expression,	was	exhibited	in	many	tutorials.		
	
Examining	the	data	sets	in	a	recursive	manner	going	back	and	forth	from	classroom	
observation	 data	 to	 tutor	 interview	 data,	 it	 became	 clear	 that	 the	 tutor’	 teaching	
style,	 activities,	 demeanour	 and	 the	 language	 used	 in	 the	 classroom	 were,	
intentionally	 or	 unintentionally,	 driven	 and	 affected	 by	 their	 philosophy	 and	 the	
values	and	beliefs	they	have	about	interpreting	teaching	as	well	as	their	views	about	
the	cohort.	This	is	in	agreement	with	some	of	Li’s	study	findings	(Li,	2017)	Where	Li	
discusses	 that	 teachers’	 teaching	 style	 is	 affected	 by	 their	 beliefs	 and	 personal	
experience	as	well	as	contextual	 factors	such	as	the	 institution’s	policy	and	culture	
and	the	students’	level	and	needs.	However,	Li’s	study	results	showed	that	teachers’	
beliefs	 have	 more	 impact	 on	 their	 teaching	 than	 other	 contextual	 factors.	 In	 this	
study,	 this	 sort	 of	 impact	 became	 clear	 and	 vivid	 in	 comparing	 tutors’	 values	 and	
their	main	focus	with	their	various	aspects	of	practice;	their	beliefs	and	convictions	
were	reflected	in	the	classroom.		
	
T1	 was	 very	 concerned	 with	 the	 high	 standard	 of	 the	 education	 process	 and	 the	
students	 as	 potential	 professionals.	 That	 focus	 and	 the	 assumed	 role	 of	 upholding	
the	high	standards	seemed	to	affect	her	teaching	style	and	the	classroom	dynamics	
and	 led	her	 to	 focus	more	on	 the	end	product	 and	 to	demand	 the	high	 standards	
from	her	students.	Her	views	of	the	cohort	in	relation	to	their	competency,	or	lack	of	
thereof,	 affected	 her	 teaching	 style	 and	 her	 attitude	 and	 demeanour	 in	 the	
classroom,	especially	in	Accreditation	Studies.	
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For	example,	the	fact	that	students	had,	for	most	of	the	time,	the	text	to	prepare	to	
ensure	high	performance	could	be	 interpreted	as	a	sign	of	seeking	that	perfection.	
T1’s	views	of	feedback	also	seemed	to	be	driven	by	the	same	values	and	beliefs.	She	
described	her	own	feedback	as	“on	performance”	and	as	a	way	to	advise	students	if	
they	 are	 ready	 to	 sit	 the	 Accreditation	 exam.	Her	 frustration	 at	 the	 “ill-equipped”	
students	 trying	 to	 pass	 the	 exam	 was	 manifested	 in	 her	 verbal	 and	 nonverbal	
feedback	 and	 demeanour	 in	 the	 class	 especially	 in	 Accreditation	 Studies	 where	
“upholding	 the	 standards”	 was	 more	 crucial	 and	 imminent.	 All	 that	 was	
communicated	to	students	who	in	turn	became	frustrated	and	sometime	resentful	in	
Accreditation	Studies.		
	
Interestingly,	 T1’s	 persona	 and	 demeanour	 were	 different	 during	 the	 course	 of	
teaching	Legal	Interpreting.	Her	focus	seemed	to	be	more	on	the	education	and	the	
teaching	 and,	 even	 though	 Legal	 Interpreting	 students	 described	 T1	 as	 still	 having	
“very	high	standards”,	 they	seemed	to	enjoy	the	class	and	 learn	a	 lot	while	having	
fun,	as	S4	shows	when	she	compared	her	experience	in	both	the	Legal	Interpreting	
and	Accreditation	Studies	tutorials.	T1’s	views	of	her	responsibility	of	“upholding	the	
high	standards”	seemed	to	occupy	her	so	much	that	she	appeared	to	be	dismissive	
of	students’	views	of	her	as	“Dracula”,	“mean”,	and	“pre-determined	on	who	passes	
the	 Accreditation	 exam”	 which	 seemed	 to	 lead	 to	 misunderstanding	 and	 broken	
communication.		
		
T3’s	position	seemed	to	be	at	the	other	extreme.	Her	enthusiasm	as	a	beginner	tutor	
to	win	students	over	by	being	sympathetic,	encouraging	and	“nice”	(and	sometimes	
as	“too	nice	to	keep	the	class	under	control”	as	described	by	her	students)	affected	
her	 teaching	 style	 and	 feedback	 to	 students.	 And	 even	 though	 her	 attitude	 was	
positive	and	encouraging,	 it	 sometimes	affected	 the	classroom	dynamics	adversely	
as	precious	time	was	wasted	and	many	conversations	and	discussions	drifted	away	
and	many	of	the	tutorials	were	not	well	structured	enough	to	optimise	the	tutorial	
time.	 Many	 of	 her	 students	 admired	 her	 as	 a	 person	 but	 were	 frustrated	 by	 her	
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relaxed	teaching	style	and	confused	by	her	“always	positive”	feedback	and	the	 low	
marks	they	achieved.	T3	seemed	to	be	too	occupied	with	her	empathy	for	students	
as	 beginners	 and	 her	 feedback	 to	 be	 positive	 and	 encouraging	 that	 she	 was	 not	
pushing	the	students	hard	enough	to	progress.	And	that	frustrated	many	students	to	
the	 point	 that	 S3	 and	 S4	 said	 “[the	 tutor]	 was	 not	 teaching…not	 really…we	 were	
talking”	(my	translation).	
	
T2’s	 main	 focus	 seemed	 to	 be	 about	 progress,	 autonomous	 learning	 and	
empowering	 students.	 She	 was	 very	 concerned	 with	 and	 focused	 on	 the	 idea	 of	
progress	 in	 the	 interview.	 	 This	 focus	 was	 manifested	 in	 classroom	 activities,	
discussions,	and	feedback	as	well	as	the	language	used	in	class.	She	also	had	an	eye	
on	the	big	picture:	that	most	of	her	students	eventually	had	to	sit	the	Accreditation	
exams.	 T2	 was	 the	 only	 tutor	 to	 bring	 up	 the	 Accreditation	 exam	 standards	 and	
expectations	 in	her	classes	among	the	four	 interpreting	units.	This	 focus	and	those	
views	led	her	to	design	the	classroom	activities	in	an	intense	way	and	managed	the	
tutorial	time	very	efficiently.		S3,	S4,	S5,	S8	and	S10	agreed	that	her	classroom	can	be	
“intense”	and	“feeling	on	the	spot”	and	“can	be	a	bit	stressful”,	but	they	all	agreed	
that	they	learnt	a	lot	and	they	could	see	progress.	S4	expressively	said	“I	only	started	
to	learn	interpreting	in	her	class.”			
	
Their	 views	were	 validated	 by	 the	 classroom	data	 as	 it	 shows	 that	 T2	 had	 classes	
with	 high	 number	 of	 interpreting	 exercises,	 student	 participation	 and	 enormous	
accounts	of	various	types	of	feedback.	She	used	less	time	dealing	with	activities	that	
students	 could	do	on	 their	own	after	 some	guidance	 such	as	 the	 terminology.	 She	
was	very	 firm	about	doing	extra	homework	and	not	 limiting	students’	self-study	to	
the	assessments.	She	was	very	particular,	explicit	and	firm	in	following	up	with	the	
homework.	 She	 was	 concerned	with	 her	 students’	 ability	 of	 autonomous	 learning	
and	 initiated	many	 discussions	 to	 allow	 students	 to	 reflect	 on	 their	 own	 learning,	
evaluate	 their	 performance	 and	 assess	 their	 progress.	 She	 used	 teaching	methods	
that	 are	 different	 to	 the	 other	 two	 tutors.	 She	 devised	 certain	 activities	 and	 tasks	
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very	similar	to	ones	in	the	scholarly	literature.	When	I	asked	whether	she	read	and	
used	 those	 ideas	 from	 the	 literature,	 she	 answered	 no	 and	 informed	me	 that	 she	
devised	those	activities	and	tasks	drawing	on	her	own	experience	of	teaching	and	as	
a	 professional	 translator	 and	 interpreter.	 She	 also	 informed	 me	 that	 she	 used	
students’	reflections	on	their	own	performance	to	address	some	areas	that	needed	
improvement.	
	
Although	each	of	the	observed	and	interviewed	tutors	seemed,	at	first	glance,	to	use	
similar	 teaching	 methods	 and	 activities,	 their	 views,	 values	 and	 beliefs	 about	 the	
process	affected	their	teaching	methods	and	consequently	the	classroom	dynamics	
in	many	ways.	 Their	 point	 of	 focus	 or	 views	were	 demonstrated	 in	 their	 focus	 on	
certain	issues,	designing	activities	in	certain	ways,	using	the	available	resources	and	
material	 and	 in	 the	 feedback	 they	 gave	 to	 their	 students	 and	 the	 feedback	 they	
sought	from	students.	
	
5.12.	Students’	Results	
It	is	risky	to	jump	into	conclusions	or	make	sweeping	statements	using	the	students’	
results	 in	 this	 study	 for	 two	 reasons:	 A)	 the	 obvious	 reason	 is	 that	 no	 entry	 or	
screening	exam	was	 in	place	before	starting	the	course	so	there	 is	no	 indication	of	
the	students’	level	of	competency	when	they	started	the	course;	B)	this	study	is	not	
a	longitudinal	cohort	study.	The	researcher	did	not	have	access	to	the	entire	cohort’s	
results	from	the	beginning	of	the	course	until	graduation,	so	their	improvement	and	
progress	cannot	be	assessed.	In	other	words,	the	marks	and	grades	obtained	in	the	
study	are	for	different	students	so	there	 is	no	data	of	the	participants’	marks	 in	all	
units	starting	from	Introduction	to	Interpreting	to	Accreditation	Studies	to	be	able	to	
make	some	judgment	about	their	progress.	To	make	it	even	clearer,	S1	for	example	
refers	to	different	students	in	each	of	the	unit	results.		It	is	still	however	possible	and	
indeed	beneficial	to	use	students’	results	to	raise	some	issues	in	the	process.		
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The	 students’	 results,	 to	 a	 considerable	 extent,	 reflected	 the	 issues	 that	 had	been	
raised	 in	 the	 data	 as	 well	 as	 the	 difficulties	 presented	 to	 and	 identified	 by	 both	
parties;	 students	 and	 tutors.	 The	 variations	 in	 students’	 results,	 not	 only	 across	
different	units	but	also	within	 the	same	unit,	 seemed	to	correlate	with	 the	variant	
levels	 of	 students’	 competencies	 and	 backgrounds.	 The	 students’	 marks	 in	
Introduction	 to	 Interpreting	 indicated	 that	 they	 were	 managing	 fairly	 well	 and	
consistently	 in	all	 the	assessment	tasks	as	well	as	 the	final	viva	exam.	That	did	not	
seem	 to	 be	 the	 case	 in	 Interpreting	 Skills	 and	 Legal	 Interpreting.	 	 In	 Interpreting	
Skills,	 all	 students	who	 passed	 the	 unit	 scored	 less	 than	 50%	 in	 the	 viva	 exam.	 In	
Legal	 Interpreting,	two	out	of	seven	students	who	passed	the	unit	scored	less	than	
50%	in	the	viva	exam.	This	is	of	some	significance	as	the	viva	exam	is	a	shorter	and	
less	challenging	replica	of	the	Accreditation	exam,	where	students	have	to	achieve	at	
least	70%	to	pass.	Although	all	students	achieved	more	than	50%	in	the	viva	exam	in	
Medical	Interpreting,	very	few	students	across	the	four	units	achieved	70%	or	higher	
on	the	viva	exam.	Students	seemed	to	compensate	for	the	low	grads	in	the	final	viva	
exam	 in	 those	 units	 by	 focussing	 and	 achieving	 reasonable	 marks	 in	 the	 ongoing	
assessments	 and	 that	 seemed	 to	 help	 them	 pass	 those	 units	 despite	 their	 poor	
performances	in	the	viva	exam.	
	
The	high	expectations	 in	Accreditation	Studies	and	the	relatively	poor	performance	
were	 only	 brought	 up	 by	 T2	 in	 the	 Interpreting	 Skills	 and	 Medical	 Interpreting	
tutorials.	On	many	occasions,	especially	during	the	discussion	she	had	with	students	
about	 their	 performance	 and	 progress,	 T2	 highlighted	 the	 fact	 that	 although	
students	have	to	achieve	50%	to	pass	those	units,	they	should	actually	aim	at	70%	if	
they	want	to	pass	the	Accreditation	exam.	T2	also	brought	up	this	 issue	during	the	
interview	when	 she	 talked	about	 the	 lack	of	 time	 in	 relation	 to	ensuring	progress.	
She	explained	that	students	should	progress	quickly	in	a	short	time	to	be	able	to	face	
the	high	demands	of	the	Accreditation	exams.	
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Students’	lack	of	insight	of	the	ultimate	goal	of	the	course	and	its	demands	resulted	
in	 a	 significant	 sense	 of	 frustration	 in	 the	 Accreditation	 Studies	 tutorials	 for	 both	
students	and	tutor.	As	students	were	faced	with	the	challenge	of	meeting	the	high	
expectations	 in	 the	more	 complex	 exam	with	 no	 other	 assessments	 to	 help,	 they	
were	not	trained	to	study,	learn	and	ultimately	perform	at	that	high	level	during	the	
course	 of	 their	 study	 in	 other	 interpreting	 units.	More	 surprisingly,	 T1	 seemed	 to	
only	 realise	 and	 feel	 this	 frustrating	 situation	 during	 her	 teaching	 in	 Accreditation	
Studies.	There	is	no	evidence	in	the	data	that	T1	brought	up	this	issue	in	the	context	
of	teaching	or	marking	other	interpreting	units	either	in	the	interview	or	during	Legal	
Interpreting	 tutorials.	 In	 the	 interview,	 T1	made	many	 references	 to	 the	 students’	
poor	 performances	 and	marks	 in	 Accreditation	 Studies	 and	 exams	 and	 repeatedly	
made	 her	 frustration	 clear.	 She	 spoke	 of	 giving	 students	many	 chances	 to	 sit	 the	
Accreditation	exam	while	knowing	all	along	that	they	could	not	make	it.	She	did	not,	
however,	 express	 such	 frustration	 at	 the	 students’	 poor	 performances	 in	 the	 viva	
exam	in	other	interpreting	units,	especially	in	Legal	Interpreting.		Students’	results	in	
the	 viva	 exam	 in	 the	 four	 interpreting	 units	 they	 studied	 prior	 to	 Accreditation	
Studies	 seemed	 to	 be	 an	 accurate	 indication	 of	 the	 high	 failure	 rate	 in	 the	
Accreditation	exam.	
	
Students’	results	in	Accreditation	exam	confirmed	the	problem.	The	low	success	rate	
in	the	Accreditation	exam	was	a	real	problem	for	tutors	and	students	alike.	They	all	
suffered	frustration	and	in	some	situations	despair.	Four	of	the	student	participants	
dropped	out	either	just	before	Accreditation	Studies	or	after	failing	the	exam,	and	in	
two	students’	situation,	twice.	Two	students	deferred	after	failing	the	exam	once.	T1	
expressed	a	great	deal	of	frustration	and	sometimes	helplessness	because	students	
were	attempting	the	Accreditation	exam	when	they	were	not	ready.	
	
Only	 two	 out	 of	 seven	 students	 passed	 the	 Accreditation	 exam	 in	 the	 autumn	
semester.	Only	one	out	of	five	students	passed	the	exam	in	the	spring	semester.	A	
	 225	
supplementary	28exam	was	offered	to	two	students	in	the	Spring	semester,	but	they	
failed	to	achieve	the	required	marks	again.	One	student	(S3)	later	informed	me	that	
she	 passed	 the	 Accreditation	 exam	on	 the	 fifth	 attempt	while	 two	 other	 students	
passed	it	on	the	third	attempt.	
	
The	detailed	marks	in	the	Accreditation	exam	showed	that	all	students	except29	two	
scored	higher	marks	 in	 dialogue	 interpreting	 than	 in	 consecutive	 interpreting.	 This	
piece	 of	 data	 has	 some	 significance	 because	 in	 almost	 all	 units,	 consecutive	
interpreting	 was	 not	 only	 practised	 more	 in	 the	 classroom	 but	 also	 practised	
differently.	 In	 other	 words,	 as	 shown	 in	 the	 Findings	 chapter,	 as	 well	 as	 in	 the	
consecutive	 interpreting	 section	 in	 the	 analysis,	 consecutive	 interpreting	 activities	
involved	more	specific	and	strategic	 feedback,	were	more	structured	and,	 in	many	
cases,	aimed	at	improving	more	skills.	
	
That	being	said,	only	a	few	students	scored	higher	the	70%	in	the	dialogue	either.	In	
other	 words,	 even	 though	 students	 achieved	 better	 marks	 in	 dialogue	 than	 in	
consecutive	 interpreting,	 only	 one	 student	 of	 the	 students	 who	 failed	 the	
Accreditation	exam	achieved	more	than	70%	in	dialogue	interpreting.	That	suggests	
that	even	though	students	perceived	dialogue	interpreting	as	the	easiest	mode	and	
even	though	students	struggled	more	in	consecutive	interpreting,	they	were	not	up	
to	 the	 required	 standards	 in	 the	 dialogue	 interpreting	 either.	 It	 also	 shows	 that	
students’	 perceptions	 of	 dialogue	 interpreting	 as	 being	 ‘easy’	 is	 not	 very	 accurate	
when	 it	 comes	 to	 their	 required	competency	 to	pass	 the	Accreditation	exam.	That	
seemed	to	be	in	agreement	with	T1’s	views	that	students	are	“ill-equipped”	to	pass	
the	Accreditation	exam	in	general.	
																																																						
28	Students	who	achieved	more	than	65%	and	less	than	70%	are	offered	the	chance	to	repeat	the	
accreditation	exam	within	a	short	time	after	the	release	of	the	results.	This	is	called	the	
supplementary	exam.	
29	For	the	purpose	of	facilitating	counting,	the	two	students	who	sat	the	supplementary	exam	are	
counted	as	two	extra	students	in	this	section.			
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Students’	marks	in	sight	translation	seemed	to	fall	in	between	dialogue	interpreting	
and	consecutive	interpreting	in	the	Accreditation	exam.	11	out	of	13	students	scored	
better	marks	 in	 sight	 translation	 than	 consecutive	 interpreting	 and	 nine	 out	 of	 13	
scored	better	in	dialogue	interpreting	than	sight	translation.	That	is	consistent	with	
students’	views	as	their	marks	seemed	to	correlate	with	their	perception	about	the	
level	of	difficulty	they	faced	in	each	of	the	three	interpreting	modes.	
	
Students’	marks	across	the	five	units	can	and	 indeed	should	be	used	to	 inform	the	
teaching	and	learning	process.	T1’s	sense	of	frustration	at	the	ill-equipped	students	
sitting	 and	 failing	 the	 Accreditation	 exam	 could	 not	 possibly	 be	 felt	 only	 in	
Accreditation	Studies;	there	were	warning	signs	in	students’	results	in	the	viva	exam	
in	all	interpreting	units.	
	
5.13	Conclusion	
Analysing	a	vast	amount	of	data	was	a	long,	recursive	and	iterative	process.	It	started	
at	 the	 beginning	 of	 data	 collection,	 for	 example	 identifying	 the	 initial	 codes	 and	
writing	the	comments	in	the	margins	at	the	early	stages	of	data	collection.	Analysis	
also	included	dividing	the	data	into	many	data	sets	several	times.	Observation	data,	
for	 example	was	divided	 into	different	 data	 sets:	 per	 every	 unit	 observed	 and	per	
every	tutor	observed.	Interview	data	was	divided	into	various	data	sets	many	times	
for	 many	 reasons;	 for	 example,	 data	 sets	 and	 relevant	 data	 extractions	 were	
organised	 for	each	 challenging	aspect	of	 the	process	 to	allow	comparing	 students’	
and	 teachers’	 perceptions	 of	 certain	 challenges.	 Data	 extractions	 were	 also	
organised	 in	 different	 ways	 to	 find	 possible	 relationships.	 For	 example,	 data	
extractions	 about	 each	 tutor’s	 focus	 were	 organised	 to	 be	 compared	 with	 their	
teaching	style.		In	summary,	data	analysis	was	a	continuous	process	that	took	many	
forms	throughout	the	study	to	address	the	research	questions	and	endeavours.	The	
first	outcomes	of	the	analysis	were	articulated	in	the	Findings	chapter.	To	clarify	any	
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ambiguity	in	the	previous	sentence:	the	Findings	chapter	was	the	first	product	of	the	
first	 stages	 of	 the	 analysis	 process	 and	 it	 addressed	 the	main	 aim	of	 the	 study	 by	
answering	 the	 big	 question,	 “What	 transpires	 in	 interpreting	 classroom?”	 which	
encompassed	many	of	the	research	sub-questions.	The	second	aim	of	study	was	also	
addressed	 in	the	Findings	chapter	by	answering	the	research	questions	around	the	
parties’	 (students	 and	 teachers)	 perceptions	 of	 the	 main	 aspects	 of	 interpreting	
teaching	and	learning.	
	
The	Analysis	chapter	was	the	product	of	more	sophisticated	analysis.	Examining	the	
different	data	sets	closely	resulted	in	identifying	various	patterns	and	relations	in	the	
teaching	 and	 learning	 process	 that	 were	 not	 very	 visible	 at	 the	 first	 stages	 of	
analysis.	Some	of	 those	patterns	and	relations	were	presented	 in	 the	data	with	an	
abundance	of	examples	while	others	were	rather	scarce	 in	the	sense	of	number	of	
occurrences;	nevertheless,	they	are	significant	in	effect	and	in	insight.		
	
To	wrap	up	it	up,	although	at	first	glance	classroom	activities	seemed	to	be	carried	
out	invariably,	the	data	suggests	that	there	were	considerable	number	of	variations	
in	interpreting	teaching	and	learning.	The	first	obvious	and	evident	example	was	the	
variation	in	the	use	of	the	tutorial	time.	The	time	allocated	to	the	main	interpreting	
activities	 differed	 among	 the	 five	 observed	 units	 with	 no	 evidence	 in	 the	 data	 to	
explain	some	of	this	variation.	
	
	Teaching	style,	instructions	and	feedback	also	differed	among	tutors.	There	did	not	
seem	 to	 be	 enough	 evidence	 in	 the	 data	 to	 correlate	 that	 variation	 with	 the	
teachers’	 experience	or	 the	nature	of	 the	unit(s)	 they	 taught.	However,	 examining	
the	 various	 data	 sets,	 the	 relation	 between	 tutors’	 values	 and	 passion	 and	 their	
teaching	style	and	the	language	they	used	in	the	classroom	started	to	be	clear.	That	
in	turn	affected	the	student-teacher	communication	and	relationships.	
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Data	 suggested	 that	 students	 perceived	 dialogue	 interpreting	 the	 easiest	
interpreting	mode.	However,	many	students	 failed	 to	achieve	 the	 required	passing	
marks		(70%	)	in	the	dialogue	part	in	the	Accreditation	exam.	The	data	also	suggested	
that	 tutors	 also	 were	 of	 the	 same	 view	 that	 dialogue	 interpreting	 was	 an	 easy	
interpreting	 mode	 although	 their	 views	 were	 more	 implicit	 than	 the	 students’.	
Mostly	 less	 time	 was	 allocated	 to	 practising	 dialogue	 interpreting	 in	 class	 than	
consecutive	 interpreting.	 Most	 of	 the	 tutors’	 explanation,	 practising	 interpreting	
skills	 such	 as	 memory,	 note-taking,	 text	 analysis,	 identifying	 main	 ideas	 and	
coherence	 and	 cohesion	 interpretation	 were	 done	 during	 practising	 consecutive	
interpreting	 and	 rarely	 during	 dialogue	 interpreting.	 Also,	 mostly	 specific	 and	
strategic	 feedback,	 reflection	 on	 performance	 as	 well	 as	 using	 the	 routine	 or	
‘process’	 that	 T2	 used	 to	 tackle	 interpreting	 tasks,	 were	 done	 during	 consecutive	
interpreting.	 Topic	 knowledge	 or	 extra-linguistic	 knowledge	was	 addressed	 slightly	
more	 in	consecutive	 interpreting	than	 in	dialogue	 interpreting.	This	data	suggested	
that	 tutors	 found	 consecutive	 interpreting	 a	 more	 suitable	 mode	 to	 teach	 and	
practise	many	skills	than	dialogue	interpreting.	
	
Data	analysis	highlighted	that	although	some	areas	of	practice	were	not	presented	in	
large	 numbers,	 they	 carried	 substantial	 significance	 in	 the	 teaching	 and	 learning	
process.	One	example	was	T2’s	teaching	style	 in	relation	to	homework	 instructions	
and	 the	 five	 distinct	 teaching	 practices	 in	 dialogue	 interpreting.	 Another	 example	
was	 	 T1’s	 feedback	which	was	 given	 to	 three	 students	 but	 students	 heard	 it	 only	
once	 and	 created	 significant	 misunderstanding	 The	 point	 of	 focusing	 on	 and	
examining	those	practices	despite	the	fact	that	they	did	not	present	a	general	trend	
is	 to	 learn	 from	 them	 to	 enhance	 both	 the	 teacher	 and	 student	 experience	 and	
improve	the	practice.		
	
Students’	 and	 tutors’	 perceptions	 on	 various	 aspects	 of	 the	 teaching	 and	 learning	
process	varied	as	well.	The	data	presented	many	surprising	agreements	among	both	
teachers	and	students	on	some	aspects	such	as	the	theory	taught:	both	students	and	
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tutors	 agreed	 that	 there	 is	 no	 need	 to	 study	 any	 more	 theory	 but	 their	 reasons	
differed.	 The	 need	 for	 a	 screening	 exam	was	 another	 aspect	 that	 both	 tutors	 and	
students	shared	similar	views	on.	In	summary	students’	and	tutors’	views	seemed	to	
agree	 on	 a	 number	 of	 issues	 but	 with	 different	 emphases.	 For	 example,	 they	 all	
agreed	that	students’	linguistic	competency	is	one	of	the	most	challenging	aspect	in	
teaching	and	 learning	 interpreting,	 but	 tutors	put	more	emphasis	on	 this	difficulty	
than	students	did.	
	
Feedback	between	teachers	and	students	seemed	to	present	some	problems	in	and	
out	 the	 classroom	 sometimes.	 That	 resulted	 in	 misunderstandings	 and	 broken	
communication	that	seemed	to	have	a	negative	effect	on	the	learning.	Students,	 in	
the	 majority,	 seemed	 to	 understand	 and	 appreciate	 explicit	 feedback	 especially	
when	 they	 took	 part	 in	 that	 feedback	 through	 discussions	 and	 reflection	 on	 their	
own	performance.	The	data	also	showed	many	 insightful	 reflections	 from	students	
on	many	aspects	of	the	process	that	was	unfortunately	missed	by	tutors	and	could	
have	been	excellent	opportunities	to	improve	the	teaching	and	learning	experience.	
	
Students’	 awareness	of	 their	 role	 in	 the	 learning	process	was	 another	 issue	 in	 the	
study.	Most	 students	 seemed	 to	have	 limited	awareness	of	 their	 role.	Mostly	 they	
knew	that	they	had	to	practise,	study	and	do	the	unit	assessments.	They	used	broad	
terms	when	they	spoke	of	 their	 self-study	and	many	expressed	that	 they	relied	on	
the	teacher	to	tell	them	what	to	do.	On	the	other	hand,	some	of	the	tutors	seemed	
to	expect	that	students	should	come	to	the	process	knowing	their	role	and	did	not	
fully	take	the	responsibility	of	methodically	raising	students’	awareness	of	the	active	
role	they	should	have	in	the	learning	process.	
	
The	 data	 presented	 much	 invaluable	 passion	 of	 the	 tutors	 towards	 the	 teaching	
process,	however	in	some	cases	this	passion	was	not	communicated	successfully	to	
students	to	motivate	them	and	consequently	improve	their	learning	experience.		
	
	 230	
Chapter	6 :	Discussion	
6.1	Introduction	
The	literature	on	interpreting	and	translation	in	general	has	been	growing	to	take	its	
rightful	place	as	 literature	of	a	profession	 in	 its	own	rights.	That	 is	not	to	deny	the	
fact	 that	 translation	 and	 interpreting	 as	 a	 research	 area	 rightfully	 draws	 on	many	
disciplines	to	shape	a	comprehensive	theoretical	 framework,	however	most	of	that	
literature	 and	 research	 seemed	 to	 be	 focused	 on	 translation	 and	 conference	
interpreting.	 Yet	 research	 in	 the	 training	 of	 professional	 community	 interpreting,	
although	 growing,	 is	 still	 scarce	 and	 rather	 patchy	 and	mostly	 prescriptive	 of	 how	
interpreting	should	be	taught	or	descriptive	of	the	interpreting	process	to	inform	the	
training.	
	
Teaching	and	learning	community	interpreting	is	a	very	fertile	area	for	research	but	
it	is	a	very	large	field	to	study	and	includes	many	parties.	The	gap	is	too	sizeable	to	
be	covered	by	one	study.	The	interpreting	classroom	and	its	main	parties—teachers	
and	students—do	not	exist	or	work	in	isolation	and	what	transpires	in	the	classroom	
is	 shaped	 by	 more	 than	 one	 factor.	 The	 accreditation	 bodies,	 the	 education	
institution,	 the	 course	 and	 the	 curriculum	designers	 are	 just	 a	 few.	While	 the	 fact	
that	the	interpreting	classroom	is	the	centre	of	the	action	of	interpreter	training	and	
teachers	and	students	are	the	main	parties	remains	true,	the	interpreting	classroom	
remains,	to	a	great	extent,	a	black	box,	as	we	do	not	know	what	is	happening	in	the	
interpreting	 classroom.	 Teachers’	 and	 students’	 voices	 and	 perceptions	 of	 the	
interpreting	 classes	 remain,	 to	 a	 considerable	 extent,	 unheard	 (Davies,	 2004,	 p.2;	
Pöchhacker,	 2010,	 p.4)	 except	 for	 few	 studies	 in	 an	 attempt	 to	 seek	 students’	
perceptions	on	the	teaching	process	and	the	teachers’	feedback	(Huang,	2019;	Lee,	
2017).	This	gap	in	the	field	of	knowledge	articulated	the	quest	of	this	study.		
	
Therefore,	the	main	aim	of	the	study	was	to	describe	what	is	actually	happening	in	
the	 interpreting	 classroom:	 how	 interpreting	 is	 taught	 and	 learnt.	 The	 study	 also	
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sought	 to	search	what	 the	main	challenges	are	to	 face	both	teachers	and	students	
during	the	process	of	teaching	and	learning.	The	other	endeavour	of	the	study	is	to	
know	and	describe	how	both	teachers	and	students	perceived	the	main	aspects	of	
the	 process	 and,	 last	 but	 most	 certainly	 not	 least,	 the	 study	 looks	 into	 the	
communication	 between	 the	 classroom	 parties;	 teachers	 and	 students,	 inside	 and	
outside	the	classroom.	
	
During	 this	 study,	25	 interpreting	 students	and	 three	 tutors	were	 closely	observed	
for	over	110	hours	in	authentic	interpreting	classrooms.	This	observation	produced	a	
vast	quantity	of	descriptive	data	to	address	the	main	aim	of	study:	What	transpires	
in	 interpreting	classrooms?	 	Also,	 ten	students	and	five	tutors	were	 interviewed	to	
explore	 and	 understand	 their	 perspectives	 and	 views	 on	 the	 main	 aspects	 of	 the	
teaching	 and	 learning.	 A	 considerable	 number	 of	 informal	 chats	 took	 place	 with	
tutors	and	students	(but	more	with	students)	during	the	2013	academic	year,	which	
gave	 access	 to	 a	 wealth	 of	 invaluable	 data.	 The	 Findings	 chapter	 described	
interpreting	classrooms	 in	great	details.	Various	types	of	activities	were	scrutinised	
to	produce	a	rich	description	of	the	time	spent	on	them,	teaching	style,	the	materials	
used,	the	number	of	students	and	manner	of	participation,	as	well	as	the	teacher’s	
feedback	 types	 and	 language.	 Teachers’	 and	 students’	 views	on	 various	 aspects	 of	
the	process	were	also	explored	via	 interviews	and	reported	in	the	Findings	chapter	
to	 answer	 the	 research	 question	 about	 the	 challenges	 they	 face	 as	 well	 as	 their	
perceptions	of	the	teaching	and	learning	process.		
	
Data	analysis	puts	forward	the	following	answers	to	the	research	questions:	
1.	Interpreting	is	taught	via	a	certain	set	of	activities	across	all	units	that	were	carried	
out	either	in	the	classroom	or	outside	the	classroom	as	homework.	Those	activities	
were	 initially	 classified	 into	 two	 main	 groups:	 ‘text-based	 interpreting	 practice	
activities’	 and	 ‘others’.	 The	 text-based	 interpreting	 activities	 included	 any	
interpreting	practice	in	any	interpreting	mode	using	a	specific	text.	‘Others’	refers	to	
all	 classroom	 activities	 that	 did	 not	 use	 a	 specific	 text	 such	 as	 explaining	 the	 unit	
	 232	
outline,	expectations	and	assessment,	glossary	activities,	and	skill(s)	explanation	 to	
name	just	a	few.	
2.	There	 is	a	considerable	variation	 in	 relation	 to	 the	 time	allocated	 to	 the	various	
types	of	activities.		
3.	 The	 data	 suggested	 that	 some	 of	 the	 variations	 did	 not	 correlate	with	 the	 unit	
level	 or	 nature	or	 the	 teaching	 style	of	 a	particular	 tutor	 (e.g.	 the	 variation	of	 the	
time	allocated	to	practising	each	of	the	interpreting	modes),	while	others	appeared	
to	 correlate	 with	 the	 tutor’s	 teaching	 style	 (e.g.	 the	 time	 allocated	 to	 homework	
instructions	or	glossary	activities).	
4.	Consecutive	interpreting	seemed	to	be	perceived	as	the	most	suitable	interpreting	
mode	for	teaching	of	most	of	the	skills	and	competencies.	
5.	Dialogue	 interpreting	was	perceived	the	easiest	 interpreting	mode	and	attracted	
less	time,	teaching,	discussion	and	strategic	 feedback	from	tutors	than	consecutive	
interpreting.	
6.	Tutors’	focus	and	feedback	seemed	to	be	affected	by	the	tutors’	views	and	values	
they	held	about	the	education	and	the	teaching	practice.		
7.	Specific,	strategic	and	explicit	feedback	seemed	to	be	communicated	and	received	
accurately	by	students	most	of	the	time.	
	8.	 Some	 feedback	 created	 misunderstandings	 and	 led	 to	 broken	 communication,	
which	affected	the	learning	process	adversely.	
9.	Mostly	tutors	did	not	seek	meaningful	feedback	from	their	students,	except	on	a	
few	occasions.	Moreover,	 some	 insightful	 feedback	 from	 students	went	 unnoticed	
by	tutors.	
10.	Students	used	broad	terms	to	describe	their	own	self-study.	
11.	Students	and	 tutors	agreed	on	some	aspects	of	 the	process	with	 some	varying	
degrees	and	for	different	reasons.	For	example,	both	tutors	and	students	agreed	that	
linguistic	 competency	 is	 probably	 the	most	 challenging	 aspect	 of	 the	 process,	 but	
tutors	put	more	weight	on	that	challenge	than	students.	
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12.	Awareness	seemed	to	be	a	problematic	 issue	 in	 the	process	on	more	than	one	
level.	There	was	a	lack	of	accurate	awareness	from	the	students’	side	regarding	the	
complexity	of	interpreting	and	the	level	of	competency	required	to	learn	and	excel	in	
their	learning,	as	well	as	of	their	active	role	and	the	responsibility	they	should	have	
in	their	learning.	
13.	 Similarly,	 not	 all	 tutors	 were	 fully	 aware	 of	 their	 own	 role	 to	 raise	 students’	
awareness;	 not	 only	 of	 their	 role	 as	 learners	 but	 also	 to	 systematically	 and	
methodically	 raise	 students’	 awareness	 of	 the	 complexity	 of	 the	 task	 they	 are	
learning	and	the	high	level	of	various	competencies	and	skills	they	need	to	learn	and	
master	to	be	successful.	
14.	Mostly	 tutors	did	not	pick	up	the	 low	 level	of	performance	of	 their	students	 in	
the	 viva	 exams	 in	 the	 early	 stages	 as	 an	 indication	 of	 the	 high	 failure	 rate	 in	 the	
Accreditation	exam.	
15.	Surprisingly,	all	students	and	tutors	agreed	that	the	theory	taught	is	enough.	As	
will	be	discussed	later,	different	theoretical	concepts	as	well	as	research	findings	can	
be	used	to	sort	out	many	issues.			
	
This	 chapter	 presents	 a	 discussion	 of	 the	 main	 findings	 in	 light	 of	 some	 of	 the	
theoretical	 concepts,	 models	 and	 research	 relevant	 to	 interpreting	 teaching	 and	
learning.	In	the	course	of	teaching	and	learning	interpreting	at	an	academic	level,	the	
practising	 part	 constituted	 most	 of	 the	 program	 and	 is	 mostly	 done	 by	 expert	
practitioners	(Lee,	2018,	p.152),	whose	focus	was	mainly	on	teaching	students	to	do	
interpreting	 tasks	well	with	 little	 reflection	on	 the	potential	benefits	of	 integrating	
various	 theoretical	 concepts	 and	 take	 some	 guidance	 from	 the	 growing	 body	 of	
multidisciplinary	research	of	potential	pedagogical	 impact	 in	the	field	of	translation	
interpreting.		
	
First	is	a	discussion	about	how	the	data	indicates	that	there	is	a	lack	of	awareness	of	
the	 existing,	 and	 potentially	 helpful,	 literature	 and	 its	 beneficial	 impact	 on	 the	
teaching	and	learning	processes.	Second	is	a	discussion	of	some	of	the	research	and	
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models	 that	 relate	 to	 some	of	 the	 study	 findings	 that	 can	either	help	 improve	 the	
process	 or	 help	 generalise	 excellent	 intuitive	 practice	 and	 add	 some	 level	 of	
uniformity	to	the	teaching.			
	
6.2	Awareness	of	the	literature:	theoretical	components,	
concepts,	models	and	research	
Examining	 the	 data,	 one	 can	 see	 that	 there	 is	 a	 non-negligible	 level	 of	 lack	 of	
awareness	 among	 students	 and	 teachers	 in	 relation	 to	 the	 benefits	 of	 various	
theoretical	components	in	the	classroom.	For	the	purpose	of	the	study,	I	will	use	the	
meaning	 of	 awareness	 as	 cited	 in	 Sainz	 (1995,	 p.137):	 having	 and	 showing	 the	
realisation	of	something	especially	if	it	is	not	very	apparent.	
	
If	tutors	and	students	agreed	on	one	aspect	unanimously,	it	was	that	the	theory	they	
teach/learn	 is	 enough	 and	 there	 is	 no	 need	 to	 include	 any	 more	 theoretical	
components.	 It	 is	 interesting	 to	 compare	 this	 finding	 to	 the	 findings	 of	 Huang’s	
study,	which	showed	a	mismatch	between	teachers’	and	students’	views	about	the	
importance	of	translation	theories:	teachers	appreciated	the	benefits	of	theory	more	
than	 students	 (Huang,	 2019,	 p.120-121).	 This	 is	 interesting	 because	many	 student	
participants	 in	 the	 current	 study	 believed	 that	 theory	 was	 much	 more	 helpful	 in	
translation	 than	 in	 interpreting.	 Exploring	 and	 examining	 those	 views	 could	 be	 an	
interesting	 area	 for	 further	 research.	 Both	 tutors	 and	 students	 used	 broad	 and	
general	 terms	 when	 they	 referred	 to	 theory	 and	 did	 not	 specify	 any	 particular	
theoretical	 approach.	 Tutors	 found	 that	 the	 students’	 level	 of	 competency,	 time	
limitations	 and	 the	 large	 content	 and	 skills	 they	 had	 to	 teach	 did	 not	 leave	much	
time	 to	dwell	on	 theory,	without	 referring	 to	any	particular	 theory.	One	 tutor	 (T4)	
said	 that	 no	 one	 likes	 theory	 because	 it	 is	 difficult.	 Students	 also	 had	 their	 own	
reasons;	they	believed	that	theory	is	irrelevant,	and	not	applicable	because	lecturers	
used	different	 languages	other	 than	Arabic	 to	exemplify	 in	 the	 lectures	 and	 tutors	
did	 not	 revisit	 the	 theories	 in	 the	 tutorials	 with	 examples	 in	 the	 Arabic	 language.	
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Student	S6	described	theory	as	a	“luxury”	that	cannot	be	afforded	because	of	time	
limitations.	 One	 student	 (S10)	 emphasised	 that	 “interpreting	 is	 all	 about	 practice,	
practice,	 practice”	 and	 added	 that	 all	 students	 need	 to	 interpret	 is	 to	 find	 the	
equivalence	 saying	 “give	 me	 the	 equivalence,	 I	 will	 give	 you	 the	 rendition”	 (my	
translation).	 This	 quote	 is	 strong	 evidence	 of	 students’	 misunderstanding	 as	
interpreting	 is	not	about	 translating	words	 (Pöchhacker,	2004,	p.56).	Although	 this	
understanding	 is	 now	 widely	 recognised	 in	 interpreting	 literature,	 the	 notion	 of	
interpreting	as	text	translation	is	still	prevalent.	The	quotation	above	shows	the	need	
for	 more	 theoretical	 and	 conceptual	 knowledge	 in	 the	 classroom	 to	 correct	 such	
misunderstandings.	 For	 example,	 introducing	 Wadensjö’s	 (1998)	 work	 on	
‘interpreting	as	interaction’	and	Roy’s	(2000)	‘interpreting	as	a	discourse	process’	in	
interpreting	classrooms	and	reinforcing	these	two	concepts	via	appropriate	practice	
materials	 and	 activities	 can	 clear	 such	 misunderstanding	 and	 help	 students	
comprehend	the	complexity	of	interpreting	and	consequently	the	need	for	‘theory’.		
Two	students	also	agreed	that	there	is	no	need	to	include	any	more	theory	but	were	
more	 elaborate	 in	 explaining	 the	 benefits	 of	 theory.	 S2	 explained	 that	 theory	 is	
helpful	to	know	why	we	interpret	the	way	we	do	while	S3	said	she	found	an	article	
about	deverbalisation	to	be	very	helpful.			
	
The	above-summarised	data	is,	to	a	large	extent,	an	indication	and	even	evidence,	of	
a	lack	of	awareness	of	the	existence	of	various	types	of	theory	that	can	serve	various	
purposes	in	teaching	and	learning	interpreting.	Unfortunately,	this	lack	of	awareness	
seemed	to	be	shared	by	both	students	and	teachers	alike.	Most	students	and	some	
tutors	 are	 not	 fully	 aware	 that	 the	 term	 ‘theory’	 refers	 to	 many	 multi	 and	
interdisciplinary	 body	 of	 theories:	 linguistic	 theories,	 communicative	 theories,	
cognitive	 theories	 or	 interlingual	 meditated	 communication,	 and	 oral	 and	 written	
theories.	Using	examples	 from	 the	data,	 T3	 seems	 to	 consider	 that	 teaching	 some	
definitions	of	linguistic	terminology	qualified	as	teaching	theory,	while	T2	seemed	to	
view	teaching	theory	as	teaching	the	origins	of	medical	terminology	and	how	to	use	
the	suffix-root-prefix	system	to	understand	medical	terms.	And	to	some	extent	they	
are	both	right,	because	according	to	Lederer	(2007,	p.16),	theory	“will	be	understood	
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as	a	set	of	principles	used	to	explain	a	class	of	phenomena”,	so	as	she	concluded	any	
teaching	is	a	sort	of	theory.		So,	when	T2	taught	identifying	and	translating	the	links	
in	a	particular	text,	she	was	teaching	theory.	In	the	same	way	when	T1	was	teaching	
text	 analysis	 in	 consecutive	 interpreting	 in	Accreditation	 Studies,	 she	was	 teaching	
theory.	Although	most	of	the	tutors	and	students	were	using	and	referring	to	some	
fragmented	 theoretical	 concepts,	 they	 did	 not	 exhibit	 a	 comprehensive	 realisation	
(awareness)	 of	 relevant	 theories	 and	 the	 importance	 of	 various	 types	 of	 theories	
applicable	 to	 teaching	and	 learning	 interpreting.	Some	students	 like	S10	expressed	
what	 is	 called	 by	 Chesterman	 (1995,	 p.64)	 “atheoretical	 attitude”	 by	 describing	
interpreting	as	all	about	 ‘practice’.	Although	most	of	the	participants	did	not	put	 it	
that	 bluntly,	 many	 expressed	 the	 view	 that	 interpreting	 is	 all	 about	 practice	 and,	
therefore,	should	be	taught	by	practitioners	who	bring	their	practical	experience	into	
the	 teaching.	 This	 idea	 is	 not	 opposed	 by	 scholars	 in	 the	 field	 as	 many	 of	 the	
advocates	 of	 active	 theory	 teaching	 emphasise	 the	 importance	 of	 practise	 and	 do	
not	 undermine	 the	 effectiveness	 of	 the	 practicality	 offered	 by	 practitioners	 who	
teach	interpreting.	Viaggio,	one	of	the	most	enthusiastic	theory	teaching	advocates	
emphasises	 the	 importance	 of	 the	 education	 institutions	 awareness	 of	 the	
“technician-professional-theorist	 triad”	 (1992,	 p.7).	 The	 same	 views	 are	 shared	 by	
Gile	 (2009,	 p.16),	 Pöchhacker	 (2010,	 p.1)	 and	 Lederer,	 who	 stated,	 “to	 teach	
translation,	one	has	 to	be	an	expert	partitioner,	practice	provide	an	understanding	
(not	always	a	theory)	of	translation	and	its	problems	as	well	as	an	understanding	of	
what	is	expected	from	translators	in	the	work	market”	(Lederer,	2007,	p.17).	Davies,	
in	 her	 emphasis	 on	 the	 importance	 of	 the	 multiple	 voices	 in	 the	 classroom,	
considered	 the	 teacher	 and	 the	 practitioner	 as	 important	 inputs	 in	 teaching	 and	
learning	(2004,	p.4).	
	
Nevertheless,	 scholars	 have	 long	 agreed	 that	 translators	 and	 interpreters	 training	
should	 include	 theoretical	 components	 even	 though	 there	 is	 not	 a	 rigid	 proposed	
theoretical	 framework.	 The	 differentiation	 between	 training	 and	 educating	 or	
forming,	 between	 apprenticeship	 or	 “practical	 skills	 training”	 and	 “the	 scholarly	
acquisition	 of	 knowledge”	 and	 as	 importantly	 tying	 up	 the	 scholarly	 knowledge	
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acquisition	and	research	is	based	on	integrating	theory	and	research	in	training	and	
educating	the	interpreter	(Viaggio,	1992,	p.2;	Sawyer,	2004,	p.	77;	Pöchhacker	(2010,	
pp.1-2).	
	
Scholars’	 views	 of	 what	 type(s)	 of	 theory	 should	 be	 integrated	 vary	 significantly.	
While	Viaggio	(1992)	has	a	lengthy	list	of	theoretical	components	that	students	must	
know	 and	 study	 to	 become	 translators	 and/or	 interpreters,	 Lederer	 (2017,	 p.18)	
suggests	that	teaching	should	be	based	on	only	one	theory	depending	on	the	context	
to	 form	 a	 basis	 of	 the	 teaching.	 Gile	 emphasises	 that	 the	 positive	 effect	 of	 using	
theoretical	component	is	its	‘explanatory	power’	of	the	process	and	to	stay	as	close	
as	possible	to	the	students’	actual	concerns	(Gile,	2009,	pp.17	&	246).	While	the	jury	
is	 still	 out	 regarding	 how	 much	 theory,	 or	 what	 theory,	 or	 what	 the	 pedagogical	
benefits	 of	 the	 theory	 are,	 the	 data	 suggests	 that	 Sawyer’s	 view	 is	 a	 valid	 one.	
Although	 interpreting	training	 is	done	at	a	tertiary	or	an	academic	 level	as	 it	 is	 the	
case	in	the	study	at	hand,	it	did	not	free	itself	from	the	apprenticeship	characteristics	
(Sawyer,	2004,	p.77)	or	as	Viaggio	puts	it	“do-as-I-do”	system	(1992).	
	
The	three	previously	mentioned	scholars	principally	put	forward	the	same	argument;	
that	there	is	a	difference	between	training	interpreters	and	educating	interpreters	as	
professionals.	In	the	study	at	hand	the	data	shows	that	most	of	the	teaching	is	done	
in	 the	 form	of	 training	and	to	a	 large	extent	 in	 the	method	of	do-as-I-do.	This	was	
evident	in	the	observation	data.	That	is	not	in	any	way	disregarding	or	undermining	
the	 lectures	where	 students	 learnt	about	 various	 theories.	However,	 there	was	no	
teaching	 and	 learning	 dynamics	 specifically	 addressing	 theory.	 Students	 expressed	
that	 theory	 was	 not	 relevant	 or	 applicable	 when	 it	 came	 to	 interpreting.	
Interestingly,	 their	 views	were	 different	 in	 relation	 to	 theory	 and	 translation.	 This	
piece	of	data	 is	 interesting	because	many	of	the	theoretical	 frameworks	originated	
initially	in	translation	and	are	deemed	applicable	to	both	translation	and	interpreting	
by	 most	 theorists.	 This	 seemed	 too	 extensive	 of	 a	 discussion	 to	 have	 within	 the	
scope	 of	 this	 study.	 Data	 showed	 that,	 although	 there	were	 theory	 lectures,	 both	
	 238	
observation	 and	 interviews	 showed	 a	 lack	 of	 theoretical	 teaching	 and	 learning	 in	
practical	interpreting	exercises	in	the	tutorials.	It	is	useful	here	to	apply	Gile’s	(2009,	
pp.18-19),	 criteria	 and	 rules	 in	 relation	 to	 choosing	 useful	 and	 helpful	 theoretical	
components	in	training:	for	theoretical	components	to	be	effective	they	need	to	be	
directly	 relevant,	 easy	 to	 grasp,	 taught	 after	 student	 sensitisation	 and	 repeatedly	
revisited	 and	 implemented.	 When	 it	 comes	 to	 theoretical	 components	 during	
training,	 the	data	showed	that	most	of	students	did	not	deem	theory	relevant	and	
applicable	and	 it	was	not	repeatedly	revisited.	Some	students	also	found	it	hard	to	
understand.	 There	 is	 no	 evidence	 in	 the	 observation	 data	 that	 theoretical	
components	 lectured	during	the	 lectures	were	applied	repeatedly	during	practising	
interpreting	in	the	tutorials.	
	
If	students	and	tutors	had	only	glimpses	of	some	theoretical	concepts,	they	had	even	
less	 knowledge	 and	 awareness	 of	 the	 growing	 body	 of	 research	 in	 the	 field	 of	
translation	 and	 interpreting.	 The	 second	 issue	 to	 discuss	 regarding	 awareness	 is	
students’	 and	 tutors’	 awareness	 of	 the	 existence	 and	 importance	 of	 research	 not	
only	 in	 relation	 to	 teaching	but	also	 in	 relation	 to	 learning.	Pöchhacker	 (2010,	p.2)	
puts	 it	as	a	matter	of	fact	that	academics	are	expected	to	deal	with	research	as	he	
takes	the	challenge	of	proving	that	“research	and	teaching,	can	and	should	be	more	
closely	 related”.	Data	analysis	showed	many	 incidents	 that	agree	with	and	support	
this	statement.	Data	analysis	suggested	that	the	tutors’	 full	awareness,	knowledge,	
teaching	 and	 encouragement	 for	 students	 to	 familiarise	 themselves	with	 research	
and	various	theoretical	approaches	can	improve	the	practice	significantly.	It	can	also	
be	 argued	 that	 this	 is	 the	 case	 when	 it	 comes	 to	 research,	 based	 mainly	 on	
Pöchhacker’s	(2010)	work	‘The	Role	of	Research	in	Interpreting	Education”,	where	he	
makes	 the	 strong	 connection	 between	 research	 and	 interpreting	 teaching	 in	
numerous	ways,	emphasising	the	urgent	need	for	research	and	teaching	to	go	hand	
in	hand	and	highlighting	the	fact	that	the	interpreting	classroom	is	still	a	closed	box	
with	little	interaction	with	research.	
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If	a	theoretical	component	and	research	are	necessary	or	at	least	useful	in	teaching	
and	 learning	 interpreting,	 the	 inevitable	 question	 that	 has	 to	 be	 asked	 is:	 what	
theoretical	approach	should	be	adopted?	And	what	type	of	research	should	students	
be	 familiar	 with?	 Unfortunately,	 the	 answer	 to	 these	 questions,	 or	 indeed	 the	
discussion	of	such	issues,	is	beyond	the	scope	of	this	study	and	indeed	of	any	single	
study.	 The	emerging	number	of	 theoretical	 concepts,	models	 and	 research	 studies	
with	potential	pedagogical	benefits	is	getting	larger	and	more	significant.	During	this	
discussion,	 various	 theoretical	 concepts,	models	 and	 studies	 are	 briefly	 presented	
only	as	examples	of	potentially	helpful	 literature	 to	guide,	 inform	and	 improve	the	
teaching	and	learning	process.	
	
It	 is	vital	to	emphasise	that	theoretical	components	and	models	discussed	here	are	
only	examples	and	were	not	tested	in	relation	to	effectiveness.	The	main	aim	of	the	
discussion	 and	 of	 making	 some	 connection	 between	 the	 main	 study	 findings	 and	
theory	and	research	in	the	field	is	to	raise	awareness	among	educators	and	students	
that	the	interpreting	classroom	can	benefit	from	the	work	of	the	scholars	to	improve	
the	education	process	and	outcomes,	and	eventually	 the	profession.	The	 literature	
on	 translation	 and	 interpreting	 should	 be	 used	 as	 fully	 as	 practically	 possible	 for	
community	interpreting	to	take	its	rightful	position	as	a	profession.		
	
After	highlighting	the	awareness,	or	the	lack	of	full	awareness	of	the	importance	of	
theory	and	research,	I	would	like	to	discuss	the	main	findings	of	the	study	in	light	of	
some	 examples	 of	 theories	 and	 research.	 For	 the	 purpose	 of	 the	 discussion,	 the	
findings	are	classified	into	two	main	groups:	
1. The	variation	in	the	practice,	with	a	focus	on	dialogue	interpreting	
2. Teacher-student	 communication	 via	 bidirectional	 feedback:	 direct	 and	
indirect	in	relation	to	many	aspects	of	the	teaching	and	learning	
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6.3	The	variation	in	practice:	
The	 data	 indicated	 a	 high	 level	 of	 unexplained	 variation	 in	 the	 teaching	 practice.	
Different	 tutors	 allocated	 different	 time	 slots	 to	 different	 types	 of	 activities.	
Different	 tutors	 addressed	 the	 same	 issue	 or	 activity	 differently:	 starting	 from	
glossary	 activities	 to	 giving	 instructions	 for	 homework,	 preparing	 for	 the	 following	
tutorial	 and	 the	material	 used	 in	 class.	 The	 teaching	 style	 of	 some	 tutors	 differed	
from	 one	 unit	 to	 another;	 students	 commented	 that	 sometimes	 the	 same	 tutor	
behaved	differently	in	different	units.	Tutor	feedback	varied	in	style	and	articulation	
and	 students	 commented	on	being	 torn	between	extreme	approaches.	 Tutors	had	
different	views	of	the	purpose	of	the	feedback	and	different	ways	to	articulate	that	
feedback.	Students	seemed	confused	and	sometimes	reluctant	to	follow	instruction	
or	 accept	 feedback,	 probably	 because	 of	 a	 lack	 of	 uniformity	 and	 rationale	 in	 the	
teaching,	instructions	and	feedback.		
	
Similar	results	were	concluded	from	Pöchhacker’s	study	(1999)	and	cited	in	“The	role	
of	 research	 in	 interpreter	 education”	 (Pöchhacker,	 2010,	 p.5),	where	 he	 described	
“highly	uneven	 findings”.	The	data	eliciting	method	was	different,	using	 surveys	 to	
gather	data	from	25	simultaneous	interpreting	classes	(22	teachers	and	140	students	
in	11	language	sections)	in	relation	to	the	material	used	in	the	classroom,	the	media	
used	 to	 present	 the	materials	 in	 class,	 students’	 previous	 access	 to	 the	 texts	 and	
teachers’	methods	of	correction	and	feedback.		
	
Although	 this	 study	 was	 carried	 on	 simultaneous	 interpreting	 (SI),	 it	 studied	 the	
classroom	practising	material	 in	relation	to	the	authenticity	of	the	material	and	the	
mode	and	the	media	in	which	it	was	presented	in	as	well	as	students’	access	to	the	
material.	The	study	also	looked	at	the	teachers’	feedback	and	corrections.	The	study	
reported	 that	 teachers	 reading	 written	material	 live	 in	 class	 was	 the	most	 typical	
mode	 of	 practising	 with	 little	 access	 for	 students	 to	 such	 material.	 That	 did	 not	
reflect	 the	 actual	 practice	 for	 SI,	 as	 explained,	 because	 interpreters	 usually	 have	
access	to	written	material	in	the	booths.	These	results	are	similar	to	the	findings	of	
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the	study	at	hand	in	relation	to	the	practice	material	used	for	dialogue	interpreting.	
Teachers	 reading	 scripted	 dialogue,	 with	 occasional	 student	 access	 to	 hardcopies,	
does	not	reflect	the	core	characteristics	of	dialogue	interpreting	as	will	be	discussed	
at	length	shortly.	
	
Pöchhacker’s	 study	 also	 found	 that	 there	 were	 some	 unfavourable	 teachers’	
corrections	 and	 feedback	 by	 interrupting	 students	 rather	 than	 discussing	 their	
performance	 (1999,	 p.165-166).	 These	 results	 are	 also	 in	 agreement	 with	 some	
students’	feedback	of	the	tutors	being	“too	fussy”,	and	“want	things	done	their	own	
way”.	 Pöchhacker’s	 study	 also	 mentioned	 the	 problematic	 issue	 of	 the	 lack	 of	
uniform	teaching	practice	across	various	languages,	which	concurs	with	some	of	the	
findings	 of	 this	 study	 as	 the	 analysis	 pointed	 out	 a	 high	 level	 of	 variation	 in	 the	
teaching	practice	 (within	 the	same	 language)	across	different	units	and	even	some	
different	teaching	practices	with	the	same	tutor	teaching	different	units.		
	
This	 was	 the	 case	 of	 T2	 teaching	 Interpreting	 Skills	 and	 Medical	 Interpreting	 but	
focusing	more	on	consecutive	interpreting	(CI)	 in	Interpreting	Skills,	or	the	example	
of	the	same	tutor	using	a	different	teaching	style	in	different	units,	as	was	the	case	
of	 T1,	 who	 had	 different	 demeanours	 in	 teaching	 Legal	 Interpreting	 and	
Accreditation	Studies.	Pöchhacker	then	seems	to	agree	with	Gile’s	‘pessimistic	views’	
of	the	little	impact	of	the	literature	and	research	on	the	interpreting	teaching;	first	in	
1999	(p.33)	and	again	more	than	ten	years	later	(2010,	p.5).	
	
Unfortunately,	 almost	 three	 decades	 later,	 the	 findings	 of	 this	 study	 seemed	 to	
indicate	 that	 this	 view	 is	 still	 valid	 as	 the	 interpreting	 classroom,	 teachers	 and	
students	are	not	 fully	benefiting	 from	a	growing	body	of	 literature;	 the	 theoretical	
approaches,	models	and	research.		
	
	 242	
6.3.1	Variation	in	practising	the	three	modes	of	interpreting	
Classroom	 observation	 data	 showed	 a	 considerable	 variation	 in	 participants’	
perceptions	 and	 practice	 of	 the	 three	 modes	 of	 interpreting.	 Consecutive	
interpreting	was	perceived	as	 the	most	difficult	mode	by	most,	 if	 not	 all,	 students	
mainly	because	of	the	high	register	of	the	language	used,	and	the	interpreting	skills	
involved	such	as	note-taking	and	memory.	Those	views	were	explicitly	expressed	by	
students.	Tutors	seemed	to	agree	with	students	although	they	did	not	explicitly	say	
so.	The	observation	data	showed	that	consecutive	 interpreting	was	allocated	more	
practicing	 time.	Also,	 tutors	used	consecutive	 interpreting	exercises	 to	explain	and	
practise	many	 interpreting	skills	 such	as	note-taking,	 text	analysis,	 identifying	main	
ideas	 and	 links	 to	 emphasis	 coherence	 and	 cohesion.	 Tutor	 feedback	 during	
consecutive	interpreting	was	more	strategic	and	specific.	
	
Sight-translation	exercises	seemed	to	be	structured	with	the	focus	almost	always	on	
dealing	 with	 difficult	 structure	 and	 fluency	 with	 very	 occasional	 reference	 to	
language	transfer.	
	
6.3.1.1	Dialogue	Interpreting	
The	data	suggested	that	dialogue	interpreting	is	probably	an	unnoticed	problematic	
issue	 on	 many	 levels.	 I	 believe	 that	 what	 makes	 this	 crucial	 and	 even	 more	
problematic	is	that	both	students	and	tutors	seemed	to	be	oblivious	to	the	problem.		
The	 findings	 imply	 that	 dialogue	 interpreting	 teaching	 and	 learning	 might	 be	
undermined	by	both	teachers	and	students	in	a	number	of	ways.	
	
It	 is	 clear	 from	 the	 data	 that	 all	 students	 agreed	 that	 dialogue	 interpreting	 is	 the	
easiest	mode	 of	 interpreting.	 And	 although	 generally	 they	 scored	 better	marks	 in	
dialogue	 interpreting	 in	 the	 Accreditation	 exam	 than	 in	 the	 other	modes,	most	 of	
them	 failed	 to	 reach	 the	 passing	 70%	 in	 the	 dialogue	 part.	 Evidently	 students’	
perceptions	 about	 dialogue	 interpreting	 being	 ‘easy’	 is	 not	 very	 accurate	 because	
most	of	them	were	unable	to	pass	that	part	 in	the	final	Accreditation	exam.	Tutors	
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seemed	to	share	the	same	views.	 	These	findings	are	in	agreement	with	Ko’s	views		
(1995,	p.119).	
	
Students’	 perceptions	 about	 dialogue	 interpreting	 were	 explicit,	 as	 were	 their	
reasons	 behind	 their	 perceptions.	 Students	 explained	 that	 they	 found	 dialogue	
interpreting	easy	because	of	the	short	segments,	the	informal	language	used	or	the	
low	register,	as	well	as	the	familiarity	of	the	topics.	Tutors’	perceptions	were	more	
implicit;	 however	 their	 teaching	not	only	proved	 their	perception	but	also	 showed	
agreement	 with	 the	 students	 reasons:	 1)	 less	 time	 was	 devoted	 to	 teaching	 and	
practising	dialogue	interpreting;	2)	teaching	and	practising	DI	seemed	to	include	less	
explanation	of	skills,	systematic	instructions,	reflection	on	performance	and	strategic	
explicit	 feedback	 than	 practising	 consecutive	 interpreting;	 3)	 except	 for	 a	 few	
occasions,	practising	dialogue	interpreting	meant	going	through	a	scripted	dialogue	
read	 by	 the	 tutor	 or	 students	 while	 students	 took	 turns	 interpreting	 and	 tutors	
corrected	 translation	 issues	 without	 much	 reflection	 on	 the	 process;	 4)	 role-play,	
turn-taking,	 interpersonal	 skills	 and	 dealing	 with	 discourse	 markers	 and	
conversational	 features	 in	 different	 setting	 and	 situations	 were	 only	 occasionally	
discussed;	 5)	 topic,	 extra-linguistic	 and/or	 paralinguistic	 knowledge	 was	 only	
introduced	at	lexical	level	in	most	of	the	exercises;	6)	various	registers	and	different	
text	 genres	 as	well	 as	 text	 analysis	were	 hardly	 explored	during	 dialogue	 teaching	
and	practising.	
	
In	discussing	this	issue,	it	 is	 important,	from	my	point	of	view,	to	quickly	revisit	the	
definition	of	 community	 interpreting	and	what	 this	definition	 implies	 in	 relation	 to	
dialogue	 interpreting.	 Community	 interpreting,	 in	 particular	 and	 as	 opposed	 to	
conference	 interpreting,	 is	 described	 and	 defined	 as	 “liaison	 interpreting”	 and	
“dialogue	 interpreting”	 (Ozolins,	 1995,	 p.	 153;	 Wadensjö,	 1993,	 p.	 105)	 and	
characterised	by	 the	 interpreter	 interpreting	 in	 at	 least	 two	 languages	 to	 facilitate	
communication	 between	 at	 least	 two	 parties	 during	 a	 conversation	 where	 the	
interpreter	 is,	 most	 of	 time,	 physically	 present.	 Those	 definitions,	 among	 many	
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others,	entail	the	community	interpreting	is	mostly	done	in	a	dialogue	mode.	Many	
scholars	 used	 the	 three	 terms	 interchangeably:	 community	 interpreter,	 liaison	
interpreter	and	dialogue	interpreter	(Wadensjö,	1993).	Therefore,	most	of	the	time,	
the	dialogue	mode	is	the	most	used	interpreting	mode	in	community	interpreting.		
	
I	would	like	to	refer	to	the	last	section	on	the	methodology	chapter,	and	my	position	
in	the	research.	As	an	interpreting	practitioner,	I	would	argue	that	first	of	all,	most	of	
our	work	is	done	in	the	dialogue	mode	and	secondly,	most	of	the	scripted	dialogues	
used	 in	class	were	different	 to	 the	 real	 life	ones	 in	many	ways.	They	are	definitely	
less	 content-loaded	 and	 do	 not	 resemble	 the	 real	 life	 dialogues	 in	 relation	 to	 the	
conversational	features.	People	tend	to	talk	in	long	chunks	and	interlocutors	do	not	
always	necessarily	wait	for	each	other	to	finish	their	turn	before	replying.	This	reality	
calls	for	looking	at	and	studying	dialogue	as	an	interaction.		
	
Dialogue	interpreting	as	an	interaction	calls	for	many	skills	to	be	mastered	inside	and	
outside	 the	 classroom.	 Scholars	 have	 become	 more	 and	 more	 interested	 in	 this	
mode	 as	 opposed	 to	 conference	 interpreting	 although	many	 concepts	 are	 shared	
between	the	two	types	of	interpreting.	Nevertheless,	scholars	become	interesting	in	
this	triadic	exchange,	the	interpreter	presence	and	his	role,	as	well	as	constraints	of	
this	mode	and	the	skills	required	to	manage	such	complex	situations.	This	complexity	
calls	 for	 drawing	 from	 many	 theoretical	 concepts.	 Many	 scholars	 addressed	 this	
complexity	from	various	angles	to	inform	the	training	process.	
	
Wadensjö	 (1993)	 discussed	 the	 role	 of	 the	 dialogue	 interpreter	 and	 explained	 the	
duality	of	this	role	(relaying	and	co-ordinating)	and	the	various	overlapping	aspects	
that	can	affect	that	dual	role.	Based	on	her	data,	she	explained	the	different	types	of	
renditions	that	relaying	can	produce	such	as:	expanded	rendition,	reduced	rendition,	
substituting	rendition	and	summarising	rendition.		This	article	can	be	a	useful	tool	to	
open	 students’	 minds	 to	 the	 complexity	 of	 the	 process	 such	 as	 an	 interaction.	
Although	the	language	pair	and	the	examples	used	can	be	considered	as	limitations	
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for	 this	 article,	 in	 other	 situations	 like	 our	 study	 it	 can	 raise	 both	 teachers’	 and	
students’	 awareness	 of	 the	 complexity	 of	 dialogue	 interpreting	 and	 can	 give	more	
depth	to	the	teaching	of	such	a	mode.	Finding	parallel	examples	in	various	language	
pairs	would	make	the	concept	relevant	and	applicable	to	students.		
	
Ozolins	 (1995)	 looks	 at	 role	 of	 the	 dialogue	 interpreter	 from	 another	 angle;	 he	
explained	the	effects	of	the	interpreter’s	‘status’	and	how	this	status	is	perceived	in	
relation	 the	 interlocutor’s	 status,	 background,	 religious	 and	 culture	 difference	 in	
comparison	 to	 the	 conference	 interpreter	 where	 the	 interpreter	 works	 and	
interprets	 for	 two	 equal	 interlocutors.	 He	 continues	 to	 explain	 the	 effect	 of	 the	
interpreter’s	 status	 in	 relation	 to	 the	 interlocutors’	 differences	 and	 the	
consequences	of	such	imbalances	on	the	interpreter’s	role	and	the	mandates	of	such	
constraints	on	training.		
	
Hale’s	(2007)	work	is	not	only	a	valuable	source	of	understanding	of	the	complexity	
of	 the	work	of	 the	community	 interpreter	 in	general,	but	can	also	be	used	to	raise	
awareness	 of	 the	 dialogue	 interpreter’s	 role	 in	 different	 settings	 and	 what	 the	
contextual	situation	entails	not	only	in	relation	to	contextual	knowledge	but	also	the	
interlocutor’s	imbalance	in	relation	to	power,	education	and	the	register	of	language	
used.		
	
Gile’s	 Effort	Model	 (1995)	 is	 also	 relevant	 to	 highlight	 the	 complexity	 of	 dialogue	
interpreting	even	 though	 the	model	addresses	basically	consecutive	 interpreting	 in	
conference	interpreting	settings.	Nevertheless,	I	believe	that	it	is	even	more	relevant	
to	 community	or	dialogue	 interpreting	 for	more	 than	one	 reason:	 first	dialogue	or	
liaison	 interpreting	 is	 a	 form	of	 short	 consecutive	 interpreting	 (Hale,	 2007,	 p.	 32);	
second	a	 liaison	 interpreter	works	 in	 two	directions;	 third	a	 liaison	 interpreter	has	
less	resources	readily	available	and,	as	mentioned	earlier	by	Ozolins	and	Hale	work,	a	
dialogue	 interpreter	has	 to	deal	with	 the	problem	of	 the	unbalanced	 status	of	 the	
interlocutors.	Last	but	not	least,	and	despite	the	fact	that	the	effort	model	does	not	
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specifically	 address	 the	 issue	 of	 the	 double	 role	 of	 the	 interpreter	 in	 dialogue	
interpreting,	it	is	valid	and	rather	important	to	use	the	model	to	highlight	the	extra	
effort	 required	 by	 the	 interpreter	 to	 perform	 coordination	 in	 addition	 to	 relaying	
(Wadensjö,	1993)	which	uses	up	more	of	processing	capacity	of	the	interpreter.				
	
The	main	benefit	of	exploring	the	previous	examples,	from	my	point	of	view	and	in	
relation	to	this	study,	 is	to	raise	awareness	among	both	students	and	tutors	of	the	
complexity	 of	 dialogue	 interpreting.	 It	 is	 particularly	 important	 for	 students	 to	
understand	this	complexity	and	comprehend	that	to	excel	in	dialogue	interpreting,	it	
requires	 many	 skills,	 knowledge	 and	 competencies.	 It	 is	 an	 important	 role	 for	
teachers	to	raise	such	awareness.		
	
To	 raise	 this	 awareness,	 authentic	 material	 is	 essential.	 Students	 cannot	 possibly	
comprehend	the	various	complexities	of	dialogue	interpreting	in	various	settings	and	
develop	the	skills	required	to	perform	such	a	complex	task	unless	they	are	exposed	
to	real-life	situations	 through	simulated	and/or	authentic	material	 that	 reflects	 the	
conversational	features.	Unfortunately,	the	extensive	use	of	scripted	material	can	be	
a	contributing	factor	to	students’	views	that	dialogue	interpreting	is	easy.	That	is	not	
to	deny	the	logistical	challenges	hindering	the	use	of	authentic	material	to	practise	
DI	 all	 the	 time;	 however	 some	 level	 of	 exposure	 is	 necessary	 and	 we	 have	 seen	
glimpses	 of	 using	 close-to-authentic	 dialogues	 in	 the	 data.	 Yet	 the	 data	 suggested	
that	exposure	to	authentic	dialogues	was	rare	and	unsystematic.	Therefore,	it	seems	
that	tutors	also	need	to	be	aware	of	the	teaching	opportunities	dialogue	interpreting	
activities	 can	offer.	Dialogue	or	 liaison	 interpreting	 has	 increasingly	 gained	 ground	
not	 only	 as	 an	 interpreting	 mode	 but	 also	 as	 a	 teaching	 tool	 either	 to	 enhance	
students’	 linguistic	 competencies	 or	 to	 teach	 and	 develop	 students’	 interpreting	
skills.	 The	 spontaneous	 nature	 of	 the	 language	 used	 in	 dialogue	 offers	 abundant	
opportunities	to	teach	numerous	skills	in	interpreting	classrooms:	speech	genres	and	
conversational	 analysis	 skills,	 fluency	 in	 working	 languages,	 turn-taking	 and	 co-
ordination,	communication	skills,	interpersonal	skills,	memory	skills	and	note-taking,		
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as	well	as	the	skills	needed	to	deal	with	the	interpreter’s	role	and	ethics	to	name	just	
a	few	(Munro,	1999;	Ozolins,	1996;	Sandrelli,	2015;	Wadensjö,	1993;	1998).					
	
Interpreting	as	a	communication	act	promotes	dialogue	interpreting	as	an	effective	
tool	 to	 learn	 how	 to	 communicate	 in	 two	 languages	 using	 interpersonal	 and	
communicative	 skills	 as	 well	 as	 enhance	 the	 language	 proficiency	 to	 a	 level	 that	
enables	 students	 to	 manage	 spontaneous	 speech	 features	 in	 both	 languages.	
Practising	 dialogue	 interpreting	 helps	 students	 improve	 their	 ability	 to	 express	 a	
wide	range	of	meanings	in	their	language	pair,	which	requires	a	high	level	of	training	
not	only	at	the	lexical	and	syntactical	levels	of	both	languages	but	also	on	a	semantic	
and	pragmatic	 level	and	at	an	 idiomatic	 level	of	both	 languages.	 Interpreting	“calls	
on	 students	 to	 express	meanings	 in	 the	 foreign	 language	 beyond	 those	 that	 they	
would	spontaneously	express,	and	thus	pushes	the	meaning	system	in	the	direction	
of	enlargement	and	enrichment”	as	Munro	(1999,	p.4)	describes	the	advantages	of	
using	interpreting	as	a	language	teaching	tool.	
	
Sandrelli	 (2014)	 expresses	 similar	 views	 and	 adds	 that	 dialogue	 interpreting	 as	
interaction	 requires	 the	 interpreter	 to	draw	on	 all	 their	 relaying	 and	 co-ordinating	
skills.	The	 importance	of	 the	careful	 selection	of	 topics	and	appropriate	material	 is	
highlighted	 along	 with	 the	 preparation	 as	 well	 as	 the	 strategies	 used	 to	 enhance	
basic	 interpreting	 skills.	 She	 suggests	 using	 high-level	 and	 content-heavy	 material	
and	 emphasises	 that	 oral	 summaries,	 presentations	 and	 report-writing	 of	 the	
prepared	 topics	help	students	practise	and	master	 listening	and	analysis	as	well	as	
note-taking	 skills.	 Relying	 on	 Gile’s	 Gravitational	 Model	 of	 Linguistic	 Availability	
(1995;	 2009),	 she	 emphasised	 that	 reading,	 paraphrasing	 and	 doing	 short	
presentations	on	the	topic	they	are	studying	are	effective	strategies	to	increase	and	
activate	students’	language	availability.		
	
As	mentioned	 earlier	 the	material	 used	 for	 practising	 dialogue	 interpreting	 was	 a	
problematic	 issue	 from	 both	 the	 students’	 and	 tutors’	 views	 as	 they	 agreed	 that	
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finding	 material	 for	 practising	 dialogue	 interpreting	 was	 not	 easy.	 The	 other	
problematic	issue	about	practice	material	for	dialogue	interpreting	was	that,	most	of	
the	 time,	 it	 did	 not	 reflect	 the	 complexities	 explained	 earlier,	 except	 for	 very	 few	
occasions.	 To	 raise	 students’	 awareness	 of	 the	 high	 level	 of	 linguistic	 and	 extra-
linguistic	competencies	required,	they	have	to	be	exposed	to	authentic	material	that	
reflects	the	challenges	and	the	complexities	of	the	triadic	exchange.		
	
This	 is	also	necessary	 to	be	able	 to	benefit	 from	practising	dialogue	 interpreting	 in	
the	 class.	 The	material	 and	 the	manner	 of	 practicing	 dialogue	 interpreting	 has	 to	
meet	certain	criteria	for	tutors	and	students	to	gain	the	benefits	required.	Content-
heavy	 topical	 material	 with	 conversational	 speech	 features	 as	 well	 as	 different	
registers	 and	 idiomatic	 language	 are	 just	 some	 examples.	 The	 setting	 and	 the	
manner	also	have	to	reflect	 real	 life	 interviews	typical	of	 the	 interpreted	mediated	
ones,	to	allow	for	practising	interpersonal	skills,	turn-taking	management	as	well	as	
voice	projection.	That	is	not	an	easy	task	for	the	tutors.	Ko	(1995)	discussed	various	
modes	 to	 simulate	 real	 life	 dialogue	 in	 the	 class	 and	analysed	 the	 advantages	 and	
disadvantages	 of	 each.	 The	 main	 idea	 of	 the	 four	 modes	 is	 how	 much	 topical	
knowledge	 is	 required	 for	 students	 to	 initiate	 and	maintain	 conversation	 to	 allow	
practise	in	linguistic	and	interpreting	skills.	As	he	concluded,	there	is	no	one	perfect	
way	 to	 achieve	 that;	 the	 aim	 however	 is	 to	 devise	 a	 way	 to	 challenge	 students	
enough	so	that	they	can	progress.	
	
The	data	 showed	 that	 T2	had	explicit	 instructions	 in	place	 for	 students	 to	prepare	
material	 for	 each	 tutorial	 in	 the	 two	units	 she	 taught.	However,	 this	material	was	
mostly	 in	the	form	of	speeches	for	consecutive	 interpreting	or	documents	for	sight	
translation.	This	preparation	was	in	accordance	to	the	topics	covered	in	class	and	the	
tutor	prepared	and	used	scripted	dialogue	material	on	 the	same	 topic	 so	naturally	
the	 dialogue	material	 contained	 at	 least	 some	 of	 the	 vocabulary	 prepared	 by	 the	
students.	T2	often	explored	the	vocabulary	with	students	before	starting	practising	
interpreting	in	any	mode.	The	concept	of	brainstorming	vocabulary	or	phrases	about	
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a	 specific	 topic	 before	 starting	 interpreting	 in	 this	 topic	 was	 devised	 by	 T2.	 In	
principle,	 similar	 strategies	were	devised	by	Davies	 (2004)	 in	planning	activities	 for	
translation.	T2	explained	that	she	devised	the	strategies	she	used	to	give	instructions	
without	 reading	 Davies’	 descriptions	 on	 classroom	 tasks	 and	 activities.	 In	 other	
words,	 T2	 used	 her	 intuition,	 passion	 for	 teaching,	 and	 experience	 to	 basically	
reinvent	 the	wheel	because	potentially	helpful	material	 that	would	have	made	her	
job	much	easier	was	available	in	the	literature.					
	
T3	 and	 the	 native	 English	 speaker	 tutor	 practised	 one	 of	 Ko’s	modes	 where	 both	
tutors	had	guidelines	about	a	topic	and	created	the	conversation	in	a	mock	interview	
and	students	 took	 turns	 to	 interpret.	However,	 that	was	not	common	practice	but	
rather	 a	 one-off	 tutorial.	 Also,	Hale’s	 (2007,	 p.180)	work	 on	 the	methodology	 and	
material	to	use	to	teach	various	competencies	were	rarely	 implemented.	Authentic	
material	 and	 unscripted	 spontaneous	 dialogues	 were	 very	 occasionally	 used,	 and	
consequently	very	important	aspects	of	the	dialogue	material	were	almost	ignored;	
role-play,	 turn-taking,	 interpreter’s	 role	 as	 coordinator	 and	 consequently	 essential	
and	relevant	interpersonal	skills	were	not	practised	and	never	mastered	by	students.		
	
The	 point	 of	 awareness	 appears	 again	 as	 the	 data	 showed	 that	 the	 literature	 on	
dialogue	interpreting	was	not	integrated	in	the	teaching.		Although	tutors	were	not	
asked	 explicitly	 about	 their	 awareness	 of	 such	 literature,	 except	 on	 a	 very	 few	
occasions,	 the	 data	 indicated	 the	 lack	 of	 full	 awareness	 of	 the	 existence	 of	 such	
literature	 or	 at	 least	 of	 its	 potential	 usefulness.	 Consequently,	 students	 were	 not	
exposed	 to	 real	 working	 conditions	 and	 constraints,	 which	 can,	 at	 least	 partially,	
explain	 their	 inaccurate	 views	 of	 the	 level	 of	 difficulty	 dialogue	 interpreting	 can	
present,	and	the	skills	they	needed	to	acquire	and	master	in	order	to	perform	such	a	
complex	 task	professionally.	 Such	 inaccurate	 views	were	 reflected	 in	 the	 students’	
own	 words	 and	 confirmed	 by	 their	 marks	 in	 dialogue	 interpreting	 in	 Legal	
Interpreting	 and	 Accreditation	 Studies.	 The	 responsibility	 of	 raising	 students’	
awareness	 of	 the	 complexity	 of	 dialogue	 interpreting	 and	 the	 importance	 of	
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mastering	this	mode	as	the	main	interpreting	mode	in	community	interpreting,	falls	
on	the	tutors’	shoulders;	a	responsibility	they	could	not	completely	fulfil.			
	
6.4	Communication	between	teachers	and	students	
6.4.1	From	teachers	to	students	
Various	 forms	 of	 feedback	 were	 scrutinised	 from	 different	 angles	 in	 the	 Findings	
(Chapter	 4)	 and	 Analysis	 (Chapter	 5).	 Tutors’	 perceptions	 about	 the	 aim	 of	 the	
feedback	seemed	to	have	a	considerable	impact	on	the	characteristic	of	feedback.	As	
explained	 in	 the	 previous	 chapter,	 T1’s	 passion	 towards	 education	 and	 the	
profession	 led	her	 to	 focus	on	 the	quality	of	 the	product	 (students’	 performance),	
especially	in	Accreditation	Studies,	where	a	high	standard	of	rendition	was	essential	
to	acquire	the	accreditation	to	practise.	This	focus	resulted	in	rather	critical	feedback	
that	 led	 to	 frustration	 and	 substantial	 misunderstanding	 on	 the	 part	 of	 students.	
Using	judgemental	language,	or	even	positive	comments	such	as	“that	is	a	pass”	was	
misinterpreted	and	misunderstood	by	students	and	that	resulted	in	resentment	and	
affected	 the	 classroom	 atmosphere.	 The	 tutor’s	 continuous	 corrections	 of	
translation	and/or	syntax	was	deemed	“too	fussy”	and	had	a	discouraging	effect	on	
students	as	they	complained	that	it	had	a	negative	effect	on	their	confidence.	Taking	
into	 consideration	 that	 different	 students	 receive	 and	 respond	 to	 feedback	
differently	 depending	 on	 many	 factors	 (culture,	 context,	 timing,	 language	 used,	
student’s	 emotional	 state),	 critical	 feedback	 seemed	 to	 have	 a	 negative	 effect	 on	
students’	 confidence	 and	 self-esteem	 (Lee,	 2018,	 p.	 156).	 That	 seemed	 to	 be	 the	
case	 in	 Accreditation	 Studies	 tutorials	 when	 students	 were	 faced	 by	 the	 high	
demands	of	the	Accreditation	exam.	
	
It	is	interesting	and	important	to	state	that	in	a	different	context	the	same	tutor	had	
been	encouraging	and	inspiring	and	even	humorous,	which	made	the	classroom	very	
pleasant	to	students.	The	tutor	also	proved	to	have	extensive	knowledge	of	the	unit	
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and	context,	which	students	appreciated.	Those	traits	of	the	teacher	were	the	main	
attributes	of	effective	teaching	in	Huang’s	study	(2019).	
	
Students’	 misunderstanding	 of	 tutor	 feedback	 and	 the	 forms	 in	 which	 it	 was	
manifested	(submission	to	tutor	authority,	confusion	about	various	feedback	forms	
and	resentment)	are	not	uncommon	due,	partly,	to	the	complexity	of	the	process	of	
feedback	 giving.	 As	 scholars	 continue	 to	work	 on	 investigating	 effective	 feedback,	
they	emphasise	 that	 all	 dimensions	of	 feedback:	 cognitive,	 social	 and	 structural	 as	
well	 as	 function,	 content	 and	 form	have	 to	be	 carefully	 considered	 to	 achieve	 the	
function	 of	 feedback	 as	 identifying	 flaws	 and	 weaknesses	 as	 well	 as	 remedial	
strategies	 (Huang,	 2019).	 For	 the	 purpose	 of	 the	 study,	 and	 in	 relation	 to	 the	
negative	experience	reported	in	Accreditation	Studies,	it	is	appropriate	to	go	a	step	
further	 to	 consider	 the	 social	 dimension	 of	 the	 feedback	 given	 under	 certain	
environmental	and	emotional	circumstances	to	examine	how	the	social	dimension	of	
the	feedback	affected	its	function.	In	other	words,	studying	the	tutor’s	motives	and	
aim	 of	 the	 feedback	 and	 how	 students’	 perceived	 it,	 it	 is	 fairly	 obvious	 that	 the	
feedback	 failed	 to	 achieve	 its	 function	 on	 many	 occasions	 during	 Accreditation	
Studies	 teaching,	which	can	be	due	 to	 the	social	dimension	 factor	as	 the	demands	
and	 the	 stress	 of	 passing	 the	 Accreditation	 exams	 were	 running	 high	 for	 both	
students	and	teacher.		
	
Having	a	 set	of	 theoretical	 concepts	 to	 guide	both	 teachers	 and	 students	 in	 giving	
and	receiving	feedback	could	have	been	helpful.	For	example,	a	blended	theoretical	
framework	 to	 raise	 students	 awareness	 about	 the	 complexity	 of	 the	 interpreting	
process	as	a	discourse	and	interaction	rather	than	just	language	transfer	(Roy,	2000;	
Wadenjso,	1998)		and	Gile’s	concept	of	limited	processing	capacity	(Gile,	1995)		can	
explain	 the	 rationale	 behind	 demanding	 excellent	 linguistic	 competency	 in	 both	
working	 languages	 as	 a	 starting	 point	 to	 free	more	 processing	 capacity	 to	 enable	
students	to	analyse	the	discourse	and	work	on	the	 interaction.	Meanwhile,	a	more	
comprehensive	 and	 deeper	 understanding	 of	 the	 various	 feedback	 theories	 and	
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research	from	the	teachers’	side	could	have	been	beneficial	in	delivering	feedback	in	
more	effective	way.		
	
It	can	be	reasonable	to	claim	that	 tutors’	awareness	of	 the	 literature	 in	relation	to	
feedback	would	have	had	a	positive	effect	on	narrowing	the	communication	gap	and	
enabled	students	to	understand,	appreciate	and	become	more	receptive	to	feedback	
and	 consequently	 co-operative.	 Gile	 (2009,	 pp.	 25-26)	 explains	 the	 importance	 of	
explaining	 the	 theoretical	 approach	 adapted	 and	 the	 conceptual	 framework	 to	
students	from	the	very	beginning	of	the	course	of	their	study	to	enable	students	to	
understand	 the	 rationale	behind	 the	 tutors’	 instructions	and	 feedback.	He	explains	
that	 without	 a	 clear	 understanding	 of	 the	 tutors’	 philosophy	 and	 theoretical	
approach	underlying	their	instructions	and	feedback	and	correction,	students	would	
become	confused	or	perceive	 the	 tutor	as	an	authority	and	 feel	obligated	 to	obey	
them	 and	 that	 can	 result	 in	 resentment.	 It	 must	 be	 emphasised	 that	 it	 is	 not	
assumed	that	 teachers	did	not	know	about	any	particular	work	 in	 the	 literature	or	
they	had	not	 read	Gile’s	work	 for	example.	However,	 scrutinising	 the	data	and	the	
classroom	 language	 indicates	 that	 teachers	 did	 not	 have	 adequate	 realisation	 and	
awareness	of	 the	 relevance	of	 such	 literature	 in	 their	day-to-day	 teaching	practice	
and	style	as	well	as	the	language	they	used	in	the	class	and	the	impact	of	such	a	lack	
of	awareness	on	their	students	and	on	the	classroom	dynamics.		Although	all	tutors	
used	 specific	 feedback,	 both	 positive	 and	 negative,	 some	 more	 than	 others,	 by	
identifying	 strengths	 and	 areas	 of	 improvements	 in	 students’	 performance	 by	
specifying	 error	 types	 and	 suggesting	 remedy	 strategies,	 they	 did	 not	 seem	 to	 be	
able	 to	 comprehensively	 and	 consistently	 explain	 the	 theoretical	 reasoning	 and	
rationale	behind	it.	
	
That	is	not	to	claim	that	simply	by	explaining	the	conceptual	framework,	theory	and	
research	will	eliminate	all	misunderstanding	and	magically	change	students	attitude	
towards	 teachers’	 feedback,	 but	 it	 certainly	 will	 improve	 the	 communication	 so	
feedback	is	better	understood	and	appreciated	and	not	taken	in	a	personal	manner.	
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By	presenting	and	explaining	the	theory,	the	tutor	is	distancing	himself	as	instructor	
and	would	be	considered	a	teaching	guide	or	a	mediator	between	the	theorists	and	
the	students.	That	is	particularly	relevant	when	the	theoretical	component	is	chosen	
for	 its	 ‘explanatory	 power’.	 The	 following	 are	more	 examples	 to	 illustrate	 how	 an	
awareness	 of	 relevant	 theoretical	 concepts	 and	 research	 can	 lead	 to	 a	 better	
understanding	of	tutors’	feedback.		
	
Without	dwelling	 so	much	on	 the	 relation	between	 translation	or	 interpreting	and	
communication,	 studying	 the	 concept	 of	 ‘content	 and	 the	 package’	 and	 conveying	
the	message	 in	 relation	 to	 accuracy	 and	 the	 receiver’s	 perception	of	 the	 rendition	
quality,	Gile	(2009,	pp.35-39)	could	have	been	very	helpful	in	explaining	some	of	the	
tutors’	 feedback.	 For	 example,	 in	 Legal	 Interpreting	 and	 Accreditation	 Studies,	 T1	
gave	SR	specific	negative	feedback	about	his	monotonous	and	unvaried	intonation	in	
his	 renditions	 more	 than	 once.	 Also,	 T3	 gave	 positive	 feedback	 to	 one	 student’s	
“good	accent”,	which	was	perceived	negatively	by	S1,	who	used	it	as	an	example	of	
inappropriate	 and	meaningless	 feedback.	 However,	 Gile’s	 discussion	 of	 interesting	
research	 findings	 suggested	 that	 accent,	 voice,	 intonation,	 style	 and	 grammar	 can	
have	 an	 extensive	 effect	 of	 the	 perception	 of	 quality.	 This	 single	 simple	 research	
finding,	 if	 discussed	with	 students,	 could	 have	 explained	 the	 rationale	 behind	 the	
above-mentioned	 feedback.	 More	 importantly,	 it	 would	 have	 raised	 students’	
awareness	 of	 the	 importance	 of	 linguistic	 aspects	 in	 interpreting.	 It	 would	 have	
emphasised	 that	 interpreting	 is	 not	 about	 finding	 an	 equivalence	 as	 expressed	 by	
S10.	It	would	have	also	brought	the	researcher’s	voice	into	the	classroom	and	made	
it	heard	 (Davies,	2004,	p.4)	 and	could	have	 raised	 students’	 interest	 in	 research	 in	
interpreting.		
	
Simplicity	 is	used	 in	 this	example	to	 illustrate	the	 idea.	 Integrating	the	 literature	 in	
the	 classroom	 is	 complex	and	 requires	effort	 and	 co-ordination	among	course	and	
curriculum	designers,	 lecturers	 and	 teachers	 in	 order	 to	 engage	 students	 and	 gain	
the	 required	 effect.	 The	 potential	 benefits	 to	 be	 reaped	 are	 great	 though.	 	 The	
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previous	examples	were	used	to	highlight	and	magnify	the	 importance	of	teachers’	
awareness	of	the	potential	help	the	literature	can	offer	in	the	classroom.		
	
6.4.2	From	students	to	teachers	
As	 presented	 earlier	 in	 the	 Analysis	 chapter,	 teachers	 did	 not	 seek	 meaningful	
feedback	from	their	students	except	on	a	few	occasions.	Students	gave	feedback	via	
questionnaire	 at	 the	 end	of	 each	unit.	 Tutors	mostly	 sought	 students’	 feedback	 in	
class	to	ensure	understanding	and	to	allow	students	to	ask	questions.	Only	T2	sought	
feedback	from	students	by	starting	two	types	of	discussions:	A)	she	asked	students	
to	reflect	and	identify	either	potential	difficulties	after	exposure	to	a	particular	text,	
actual	 difficulties	 just	 after	 interpreting	 the	 text,	 remedy	 strategies	 they	 used,	 or	
areas	 of	 strengths	 in	 order	 to	 reflect	 and	 evaluate	 their	 performance;	 B)	 T2	 also	
initiated	 discussion	 in	 the	 tutorials	 to	 help	 students	 reflect	 on	 their	 progress	 in	
interpreting	 in	 general	 (not	 in	 relation	 to	 a	 particular	 text)	 in	 order	 to	 help	 them	
identify	competencies	and	skills	 that	need	more	 improvement	and	strategies	to	do	
so.	 T2	 explained	 that	 those	 questions	 and	 discussions	 were	 planned	 as	 she	 used	
students’	 feedback	 to	 inform	 her	 own	 teaching	 to	 address	 weak	 areas	 to	 help	
students	 improve.	 Those	discussions	had	glimpses	of	 the	 ‘Think	Aloud	Protocol’	 as	
used	 by	 Smith	 (2014)	 to	 access	 the	 unseen	 process	 in	 interpreting.	 T2	 devised	 a	
simpler	 and	 less	 structured	 model	 to	 try	 to	 access	 students’	 thought	 in	 words	
(verbalisation	of	thoughts)	to	identify	difficulties	students	face	and	advise	on	remedy	
strategies,	which	 in	 principle	 is	 part	 of	 Smith’s	 goal	 (2014).	 The	 other	 goal	 shared	
between	T2’s	practice	and	Smith’s	 study	 is	 to	allow	 to	 students	 to	 reflect	on	 their	
mental	 process	 and	 articulate	 them	 in	 words	 to	 enhance	 the	 teaching.	 This	 is	
another	 example	 of	 intuitive	 teaching	 driven	 by	 passion	 and	 an	 endeavour	 to	
improve	the	process.	While	this	sounds	great,	it	is	reinventing	the	wheel	as	there	are	
similar	strategies	readily	available	for	teachers	to	use.					
	
Seeking	 students’	 feedback	 indirectly	 was	 used	 by	 Takeda	 (2010)	 to	 inform	 and	
enhance	 the	 teaching	 at	 the	 Monterey	 Institute	 of	 International	 Studies	 (MIIS),	
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United	States.	Seventy	research	proposals	and	action	research	papers	of	second	year	
students	 in	 interpreting	theory	and	research	courses	were	used	to	 identify	student	
perceptions	of	interpreting	education	and	identify	the	gaps.	The	findings	of	this	case	
study	 indicated	 that	 students	 were	 interested	 in	 understanding	 the	 interpreting	
process	as	well	as	 the	teaching	and	 learning	process	as	many	papers	were	done	 in	
pedagogical	 aspects	 of	 interpreting.	 Looking	 into	 some	 of	 Takeda’s	 study	 findings	
that	can	be	of	relevance	to	this	study,	similar	to	some	of	our	students’	views,	some	
MIIS	 students	 expressed	 confusion	 and	 frustration	 because	 of	 the	 inconsistent	
teaching	 style	 and	 guidance	 among	 teachers	 and	 at	 times	 lack	 of	 guidance	 from	
others.	 MIIS	 students	 were	 interested	 in	 the	 interpreting	 process	 which	 led	 the	
author	 to	 suggest	 Gile’s	 Effort	 Model	 (1995,	 2009)	 as	 well	 as	 some	 of	 his	 other	
concepts	 and	 relevant	 models.	 The	 author	 also	 emphasised	 the	 importance	 of	
teaching	 relevant	 theoretical	 models	 in	 addition	 to	 practical	 strategies	 to	 equip	
students	for	autonomous	learning.	The	authenticity	issue	was	also	discussed	so	that	
the	materials	 provided	 in	 the	 interpreting	 classrooms	 reflects	 real	 work	 condition	
and	specifically	addresses	the	dialogue	setting	(Takeda,	2010).	
	
The	aim	of	presenting	a	quick	summary	of	Takeda’s	study	(2010)	as	well	as	Smith’s	
work	 (2014)	 is	 not	 only	 to	 show	 some	 similarities	with	 the	 students’	 views	 in	 this	
study	and	to	support	the	argument	of	the	 importance	of	using	relevant	theoretical	
concepts	 and	models	 in	 the	 interpreting	 classroom,	 but	 also	 to	 point	 out	 that	 the	
literature	 is	 full	 of	 initiatives	 that	 tutors	 can	 use.	 In	 other	 words,	 as	 mentioned	
earlier,	 T2	 used	 her	 intuition	 to	 devise	 classroom	 activities	 to	 seek	 feedback.	
Integrating	 the	 relevant	 literature	 can	 make	 such	 a	 task	 easier	 and,	 more	
importantly,	 can	 provide	 a	 uniform	 basis	 for	 classroom	 activities,	 which	 does	 not	
leave	 it	 to	 each	 individual	 tutor’s	 intuition	 and	 creativity.	 The	 latter	 reason	 seems	
particularly	important	because	data	from	this	study	showed	that	such	creativity	and	
intuition	 did	 not	 seem	 to	 correlate	with	 experience.	 In	 other	words,	 having	 some	
literature	to	back	up	their	basis	for	teaching	might	be	helpful	for	beginner	educators	
who	 do	 not	 have	 classroom	 experience	 as	 well	 as	 for	 veteran	 tutors	 who	 are	
probably	used	and	comfortable	in	the	do-as-I-do	method.					
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Takeda’s	study	emphasised	the	importance	of	students’	feedback	on	the	teaching	as	
a	 “valuable	 resource	 for	 continuous	 improvement	 in	 the	 teaching”	 (2010,	 p.	 45).	
Takeda’s	endeavour	to	use	students’	 feedback	to	 improve	the	teaching	 is	 inspiring,	
as	 she	 states,	 “If	 they	 [teacher]	 find	hints	 in	 students’	 feedback	 for	 exploring	new	
ways	of	 teaching	or	modifying	 their	 current	ways	of	 teaching,	 they	 should	not	 shy	
away	from	those	opportunities”	(2010	p.45)	
	
The	previous	quote	 is	an	excellent	approach	to	what	was	 identified	 in	 the	Analysis	
(Chapter	5)	as	“missed	feedback	(opportunities)”.	As	was	presented	in	the	Findings	
(Chapter	4)	and	analysed	in	detail	in	the	Analysis	(Chapter	5),	the	data	on	classroom	
observation	showed	that	students	are	 insightful	and	can	 inspire	various	changes	 in	
the	teaching.	For	example,	S10	comments	on	the	difficulty	of	performing	many	tasks	
in	parallel	in	interpreting:	listening,	understanding,	analysing	texts,	taking	notes	and	
form	and	deliver	rendition	three	times	in	two	different	units.	Many	students	either	
showed	 or	 expressed	 the	 struggle	 to	 deal	 with	 many	 tasks	 during	 interpreting	
exercises	 in	 all	 three	 modes.	 Tutors	 explained	 and	 suggested	 many	 strategies	 to	
enhance	 comprehension,	 note-taking	 and	 memory.	 However,	 Gile’s	 Effort	 Model	
(1995,	 2009)	 was	 not	 explained	 once.	 S10’s	 comments	 were	 the	 direct	 explicit	
insightful	comments	that	directly	pointed	at	the	concept	of	the	processing	capacity,	
but	interpreting	classrooms	were	abundant	of	similar	examples	that	could	have	been	
great	 teaching	 opportunities	 not	 only	 to	 teach	 a	 relevant	 theoretical	 concept	 but	
also	to	open	students’	eyes	and	minds	to	the	use	of	the	literature	in	their	learning.		
	
The	effectiveness	of	Gile’s	Effort	Model	(1995,	2009)	in	interpreting	teaching	lies	in	
its	applicability	 to	all	 interpreting	modes	as	well	 as	 its	 flexibility	 in	 relation	 to	how	
much	theory	needs	to	be	included	and	to	what	depth	teachers	are	willing	to	use	it.	
The	model	also	emphasises	that	the	difficulty	and	complexity	of	the	interpreting	task	
does	not	always	lie	in	the	linguistic	or	extra-linguistic	challenges.	The	model	can	and	
should	be	used	 to	 raise	 students’	 awareness	of	many	 issues.	 The	 first	 issue	 is	 that	
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interpreting	 is	 not	 a	 natural	 process;	 as	 Gile	 explains	 the	 difficulty	 of	 classifying	
various	 cognitive	 operations	 as	 automatic	 and	 non-automatic,	 he	 recognises	 and	
highlights	the	importance	of	“gradual	automation	of	cognitive	operation	is	important	
in	interpreting	skills	acquisition”	(Gile,	2009,	p.159).	This	is	seemed	a	good	start	for	
any	teacher	to	be	very	reasonable	 in	demanding	a	high	 level	of	competency	 in	any	
and	every	skill	required.	The	rationale	behind	demanding	a	high	level	of	competency	
can	 be	 explained	 further	 to	 students	 by	 explaining	 the	 concept	 of	 processing	
capacity.	The	students’	grasp	of	those	two	concepts	 is	 likely	to	be	easy	as	 it	 is	very	
applicable	 to	each	segment	 they	 try	 to	 interpret.	Then	the	various	kinds	of	mental	
efforts	 in	 relation	 to	 listening	 and	 comprehension	 and	 production	 can	 be	 easily	
introduced	at	any	level	of	detail.	The	working	memory	concept	would	then	be	easily	
accessible	 and	 grasped	by	 students	 (Gile,	 1995;	 2009).	 The	 various	 versions	of	 the	
Effort	Model	 for	 all	 interpreting	modes	with	 its	 explanatory	 power	 can	 serve	 as	 a	
rationale	 of	 tutors’	 demands	 of	 high	 standards	 and	 competencies	 as	 students	will	
experience	 the	 relevance	 of	 the	model	 and	 appreciate	 its	 applicability.	 The	 Effort	
Model	can	play	an	important	role	 in	raising	students’	awareness	of	the	difficulty	of	
the	 task	 they	 are	 learning	 and,	more	 importantly,	 can	 explain	 the	 sources	 of	 such	
difficulty	and	the	rationale	behind	their	educators’	high	expectations.	Consequently,	
they	 can	 understand	 and	 appreciate	 teachers’	 instructions.	 Explaining	 the	 Effort	
Model	and	the	processing	capacity	could	have	been	a	reasonable	rationale	for	T1’s	
teaching	 and	 demanding	 of	 a	 high	 level	 of	 analysis	 competency	 in	 consecutive	
interpreting,	 for	 example.	 It	 would	 have	 also	 been	 a	 good	 rationale	 behind	 T2’s	
advice	 to	 focus	 on	meaningful	 chunks	 and	 not	 hang	 on	 each	word	 as	well	 as	 her	
advice	to	express	those	meanings	in	simple	subject-verb-object	(SVO)	form.		
	
The	 aim	of	 the	 discussion	 is	 not	 to	 promote	 a	 particular	 theory	 or	 concept	 as	 the	
most	 useful	 one.	 The	 aim	 of	 this	 discussion	 is	 just	 to	 give	 examples	 from	 the	
literature	that	are	directly	relevant	to	some	of	the	study	findings	and	applicable	to	
students’	 needs	 which	 can	 at	 the	 same	 time	 enhance	 their	 understanding	 of	
teachers’	 demands	 and	 instructions	 and	 consequently	 improve	 their	 receptiveness	
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to	 such	 instructions.	 More	 likely,	 a	 blended	 approach	 to	 choosing	 and	 combining	
various	theories	can		potentially		lead	to	more	effective	communication.		
							
6.4.3	Grades	and	teacher-student	expectations	and	communication	
Students’	marks	on	various	assessments	seemed	to	present	a	source	of	frustration,	
not	 only	 among	 students	 but	 among	 some	 teachers	 as	 well.	 Before	 discussing	
students’	 grades	 and	 their	 impact	 on	 some	 aspects	 of	 the	 teaching	 and	 learning	
process,	it	is	relevant	to	mention	both	teachers’	and	students’	views	on	the	issue	of	a	
screening	exam.	The	same	trend	of	views	was	visible	in	both	students	and	teachers.	
In	other	words,	the	majority	of	students	and	teachers	agreed	upon	the	importance	
and	 the	 advantage	 of	 having	 screening	 in	 place.	 T1	 put	 much	 weight	 on	 the	
screening	 exam	 to	 ensure	 effective	 teaching	 and	 high	 standards.	 She	 also	
commented	 that	 there	 is	 no	 way	 to	 evaluate	 the	 effectiveness	 of	 the	 teaching	
without	 a	 screening	 exam	 to	 ensure	 some	 level	 of	 competence	 uniformity	 among	
students.	 T2	 emphasised	 the	 importance	of	 a	 screening	 exam	 to	 ensure	 at	 least	 a	
uniform	and	high	linguistic	competency	among	students	to	facilitate	progress	during	
the	 course.	 It	 is	 unquestionable	 that	 the	 variation	 of	 students’	 competencies	 and	
abilities	presents	a	significant	challenge	to	teachers.	Hale	(2007,	p.170)	reported	that	
six	 community	 interpreting	 teachers	had	 the	 same	view	about	 the	 challenges	 they	
faced	because	of	students’	mixed	abilities.	Slatyer	(2015)	reports	similar	challenges.	
	
A	 screening	 exam	 as	 a	 method	 of	 testing	 students’	 aptitude	 is	 controversial	 in	
relation	 to	 its	 feasibility.	Malkiel	 (2008,	 pp.62-63)	 presents	 a	 scholarly	 view	of	 the	
screening	exam	and	argues	that	it	is	not	only	difficult	to	design	an	accurate	exam	to	
test	the	aptitude	of	potential	students	but	also	to	identify	the	same	issue	identified	
in	this	study	in	relation	to	screening	exams	limiting	the	number	of	students,	and	how	
educational	institutions	might	not	have	the	luxury	to	be	so	selective.	She	also	raised	
the	concern	that	by	having	a	screening	exam,	educational	institutions	might	exclude	
potentially	successful	candidates.		
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Some	of	 the	 findings	of	Malkiel’s	 study	are	relevant	 to	 the	 findings	of	 the	study	at	
hand.	Malkiel	studied	327	students’	results	in	the	first	and	second	year	in	the	English	
track	 in	 the	 Department	 of	 Translation	 and	 Interpreting	 Studies	 in	 Israel,	 showed	
that	students	who	do	well	(or	poorly)	in	the	first	year	are	more	likely	to	do	well	(or	
poorly)	in	the	second	year.	This	piece	of	finding	is	relevant	to	the	study	at	hand	even	
though,	unlike	Malkiel’s,	it	is	not	a	cohort	study.	Generally	speaking,	the	majority	of	
students	did	not	do	well	in	the	final	viva	exams	in	most	of	the	interpreting	units	and	
many	students	failed	the	Accreditation	exam	at	least	once.	However,	tutors	did	not	
show	the	same	kind	of	frustration	during	all	the	four	units	that	T1	(the	Accreditation	
Studies	tutor)	did	at	the	end	of	the	course	in	the	Accreditations	Studies	classroom.	In	
other	words,	many	students	were	not	performing	interpreting	at	the	level	required	
at	the	Accreditation	Studies	in	other	units,	but	that	was	not	picked	by	teachers	as	an	
indication	of	their	potential	struggle	in	the	Accreditation	exam.		
	
Malkiel	 also	 discusses	 the	 issue	 of	 translation	 (and	 interpreting)	 assessment	
subjectivity	 and	 concludes	 that	 translation	 assessment	 can	 be	 less	 objective	 and	
discussed	 many	 factors	 that	 can	 affect	 the	 subjectivity	 of	 the	 evaluation.	 She	
explained	 that	 teacher	 subjectivity	 is	not	 likely	 to	affect	 the	whole	evaluation	of	 a	
student	as	if	a	student	gets	good	marks	by	one	teacher,	he	is	more	likely	to	receive	
good	marks	by	other	teachers.		
	
Although	most	of	 the	 research	 findings	do	not	warrant	generalisation,	 they	can	be	
used	as	an	indication	or	as	a	warning	of	potential	problems.	For	example,	Malkiel’s	
(2008)	 findings	 could	 have	 been	 used	 to	 acknowledge	 the	 subjective	 nature	 of	
translation	and	interpreting	assessment	but	at	the	same	time	explain	that	students’	
level	of	competency	prevails	and	that	subjectivity	does	not	have	a	major	impact	on	
the	general	evaluation.	Malkiel’	 findings	could	have	been	used	 to	achieve	a	higher	
level	of	competency	and	performance	in	viva	exams	in	various	 interpreting	units	 in	
order	for	students	to	be	able	to	achieve	the	pass	rate	in	Accreditation	exams.		
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Once	more,	 simplicity	 is	 used	here	 to	 illustrate	 the	 relevance	of	 research	 to	many	
important	issues	in	the	interpreting	classroom.	The	idea	of	bringing	various	research	
findings	 into	 the	 classroom	 and	 using	 them	 to	 improve	 the	 teaching	 and	 learning	
process	 is	 complex	 but	 can	 be	 very	 beneficial	 in	 improving	 communication	 in	 the	
classroom.						
	
This	 type	of	 research	can	 raise	awareness	among	 teachers	and	students	as	well	as	
educational	institutions	of	other	indicators	of	a	student’s	aptitude,	competency	and	
performance	than	a	screening	exam,	such	as	a	student’s	performance	after	certain	
period	 of	 training	 or	 after	 studying	 a	 certain	 unit.	 The	 issue	 of	 a	 student’s	 lack	 of	
competency	 to	 pass	 the	 Accreditation	 exam	 in	 relation	 was	 problematic	 to	 both	
teachers	 and	 students	 alike.	 T1	 expressed	 this	 problematic	 issue	 in	 the	 interview	
with	 both	 frustration	 and	 sympathy	 for	 the	 ill-equipped	 students	 who	 cannot	
perform	 at	 the	 high	 level	 required	 for	 the	 Accreditation	 exam,	 and	 consequently	
have	to	repeat	the	Accreditation	Studies	unit	and	sit	the	exam	more	than	once.	T1	
explained	 that	 some	 students	 keep	 resitting	 and	 failing	 the	 Accreditation	 exam	 as	
well	as	the	supplementary	exam30	 ,	which	was	evident	 in	the	Accreditation	Studies	
results	in	both	semesters	as	well	as	from	student	responses	(e.g.	S3	told	me	that	she	
only	passed	 the	accreditation	exam	on	her	 fifth	 attempt).	 Students	 also	expressed	
that	frustration	often.	Students	were	anxious	before	sitting	the	exam	and	frustrated	
after	 failing	 it.	 This	 anxiety	 and	 frustration	 were	 aggravated	 by	many	 factors:	 the	
high	failure	rate,	the	misunderstanding	and	rumours	about	the	predetermination	of	
successful	students,	as	well	as	some	miscommunication	and	the	negative	classroom	
atmosphere	in	Accreditation	Studies.	Other	than	discussing	having	a	screening	exam,	
the	issue	of	the	challenges	students	face	at	the	Accreditation	level	was	not	discussed	
until	 students	started	Accreditation	Studies.	This	 issue	was	rarely	addressed	earlier	
in	the	course	of	study,	especially	when	so	many	students	failed	to	achieve	70%	in	the	
final	viva	exam	in	other	units	 leading	to	Accreditation	Studies,	namely	 Introduction	
to	 Interpreting,	 Interpreting	 Skills,	 Legal	 Interpreting	 and	Medical	 Interpreting.	 T2	
																																																						
30	Supplementary	exam	is	offered	to	students	who	achieve	65%	or	more	but	less	than	70%			
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was	 the	 only	 tutor	who	 identified	 this	 issue	 and	 raised	 it	 in	 her	 Interpreting	 Skills	
classes	to	motivate	students	to	put	in	more	effort	to	excel	 if	they	wished	to	sit	the	
Accreditation	 exam.	Research	 studies	 and	 findings	 such	 as	Malkiel’s	 (2008)	 can	be	
used	 to	 raise	 students’	 awareness	 of	 the	 importance	 of	 mastering	 the	 skills	 to	 a	
higher	 level.	 Such	 findings	 can	 also	 be	 used	 as	 a	 rationale	 to	 explain	 tutors’	 high	
expectations	early	on	 the	 courses.	 They	also	 can	be	used	 to	 give	 students	 insights	
into	 the	 required	 skills	 and	 competency	 expected	 all	 through	 the	 course	 of	 their	
study	and	their	aptitude	to	such	a	complex	task.		
	
This	 discussion	 cannot	 be	 complete	 without	 emphasising	 the	 importance	 of	 the	
teacher’s	role	in	the	teaching	and	learning	process.	Data	showed	that	students	look	
up	 to	 their	 teachers	 as	 professional	 practitioners.	 Classroom	observation	data	 and	
students	interview	data	showed	that	the	majority	of	students	appreciated,	enjoyed	
and	learnt	from	their	teachers’	professional	experience	even	though	some	of	those	
experiences	 were	 told	 as	 anecdotes	 to	 lighten	 up	 the	 classroom	 atmosphere.	
Students,	as	potential	 interpreters,	 seemed	to	perceive	 their	 teachers’	experiences	
as	a	window	to	the	professional	life:	even	the	funny	stories	of	the	tutors	allowed	the	
students	some	access	to	what	to	expect	as	professional	interpreters.		
	
The	data	also	showed	that	the	teachers’	demeanour	and	traits	in	the	class	affected	
the	students’	 learning	and	morale	and	students	 look	up	to	 their	 teachers	and	seek	
their	 attention,	 help,	 support	 and	 encouragement,	 which	 is	 in	 agreement	 with	
Huang’s	 	 (2008)	and	Lee’s	(2018)	findings.	Teachers	had	a	power	of	which	they	did	
not	 seem	 to	 be	 fully	 aware.	 The	 findings	 of	 the	 current	 study	 are	 consistent	with	
Sainz’s	 views	 (1995,	 p.143)	 that	 teachers	 have	 great	 power	 in	 the	 classroom,	 but	
they	 do	 not	 seem	 to	 use	 their	 power.	 Teachers	 have	 the	 responsibility	 of	 raising	
students’	awareness	of	the	active	role	they	should	have	in	their	learning.		
	 	
To	conclude	the	discussion,	the	main	findings	of	the	study	can	be	summed	up	in	two	
issues:	 1)	 the	 variation—some	 unexplained—in	 the	 practice;	 2)	 the	 classroom	
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dynamics	 and	 the	 student-teacher	 communication	 issues.	 In	 this	 chapter,	 those	
findings	were	discussed	from	one	angle	and	through	one	lens:	the	potential	use	and	
benefits	of	theory	and	research.	It	is	important	to	state	the	obvious	here:	there	are	
numerous	 and	 diverse	 theoretical	 concepts	 and	 approaches	 and	 an	 extensive	
volume	of	relevant	research.	The	study	used	only	some	theoretical	frameworks	and	
research	 studies	 as	 examples	 to	 explore	 the	 benefits	 of	 raising	 students’	 and	
teachers’	 awareness	of	 the	 relevance,	 applicability	 and	effectiveness	of	 integrating	
theoretical	components,	concepts	and	models	to	address	those	findings	and	elevate	
the	training	process	to	a	higher	educating	level.		
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Chapter	7 :	Conclusion	
The	 main	 aim	 of	 the	 study	 was	 to	 explore	 the	 process	 of	 teaching	 and	 learning	
community	interpreting.	An	observational	approach	was	the	logical	starting	point	to	
know	what	 transpires	 in	 the	 classroom.	 Therefore,	 observational	 data	 formed	 the	
core	 of	 the	 study.	 In	 addition,	 interview	 data	 provided	 access	 to	 teachers’	 and	
students’	 views	 and	 perceptions	 of	 many	 aspects	 of	 the	 teaching	 and	 learning	
processes.	 Both	 the	 classroom	 observations	 and	 interviews	 produced	 a	 wealth	 of	
descriptive	 data.	 The	 vast	 amount	 and	 the	 level	 of	 details	 of	 the	 data	 made	 it	
impossible	 to	 describe,	 analyse	 and	 report	 on	 every	 aspect	 of	 the	 data.	 Some	
decisions	 had	 to	 be	made	 as	 to	 what	 to	 focus	 on	when	 reporting	 in	 the	 Findings	
(Chapter	4),	as	well	as	what	to	examine	 in	the	Analysis	 (Chapter	5).	 In	the	Findings	
(Chapter	 4)	 I	 addressed	 the	main	 aim	 of	 the	 study	which	 is	 to	 provide	 a	 detailed	
description	of	what	transpires	in	interpreting	classrooms.	In	the	Analysis	(Chapter	5)	
the	various	findings	were	compared	in	an	attempt	to	identify	and	highlight	patterns	
in	the	teaching	and	 learning	process.	 	Teachers’	and	students’	views	on	 	 important	
aspects	 of	 interpreting	 teaching	 and	 learning	 were	 compared	 and	 communication	
between	 them	 was	 examined.	 In	 the	 Discussion	 (Chapter	 6)	 the	 findings	 were	
discussed	in	the	light	of	some	relevant	theories	and	research	in	order	to	explore	the	
benefits	of	theoretical	components	in	improving	the	teaching	and	learning	process.	
	
7.1	Findings	summary	
The	 data	 indicated	 a	 non-negligible	 level	 of	 variation	 and	 lack	 of	 uniformity	 in	
interpreting	 teaching.	 The	 data	 showed	 that	 different	 educators	 have	 different	
philosophies,	approaches	and	focus	that	correlated	with	and	shaped	their	 teaching	
styles,	 the	 clarity	 and	 explicitness	 of	 their	 guidance,	 their	 classroom	 activities	
planning	 and	 dynamics	 as	 well	 as	 feedback	 style	 and	 language.	 The	 data	 also	
indicated	that	some	tutors	are	insightful	and	use	their	intuition	in	a	creative	manner	
	 264	
to	 design	 classroom	 activities,	 while	 others	 seemed	 to	 go	 through	 the	 teaching	
activities	in	an	invariable	manner,	seemingly	without	much	reflection	and	seemed	to	
perceive	repetition	of	interpreting	activities	as	a	method	to	enhance	performance.		
	
Data	collected	from	and	about	students	suggested	that	the	majority	of	students	are	
insightful	 and	 can	 be	 critical	 of	 their	 own	 performance	 as	 well	 as	 of	 their	 tutors’	
teaching	style	and	methods.	All	students	were	able	to	pinpoint	areas	of	weakness	in	
their	 own	 competencies	 and	 performance;	 however,	 the	 majority	 of	 students	
seemed	 to	 be	more	 critical	 of	 the	 teaching	 styles,	 feedback	manner,	 the	material	
used	in	the	class	as	well	as	their	tutors’	persona	and	demeanour	in	class.	While	doing	
so,	 students	were	also	able	 to	compare	and	 identify	helpful	and	effective	 teaching	
practices.		
	
Describing	and	comparing	teachers’	and	students’	perceptions	of	the	challenges	they	
faced	 during	 the	 teaching	 and	 learning	 process	 was	 rather	 intricate	 because,	
although	both	students	and	teachers	 identified	similar	challenges,	such	as	 linguistic	
competency	and	 time	constraints,	 they	viewed	 those	challenges	differently.	 Tutors	
put	a	 lot	of	emphasis	on	 students’	 inadequate	 competencies,	particularly	 linguistic	
competency	 and	 students’	 mixed	 abilities	 as	 the	 main	 challenges	 in	 the	 process.	
Although	all	interviewed	students	were	able	to	identify	at	least	one	or	two	areas	of	
their	own	incompetency,	they	seemed	to	put	more	weight	either	on	the	teaching	or	
on	the	educational	institution	in	relation	to	challenges	they	faced	during	the	process.		
	
Students’	marks	 in	 the	viva	exam	 in	all	units	 indicated	 that	 their	 competency	 level	
was	not	up	to	the	standards	required	to	pass	the	Accreditation	exam.	Their	marks	in	
the	 Accreditation	 exam	 also	 indicated	 that	 they	 underestimated	 the	 high	 level	 of	
competency	required	to	pass	the	exam.	It	also	indicated	that	their	perceptions	were	
not	 always	 an	 accurate	 reflection	 of	 the	 reality.	 This	 was	 evident	 in	 relation	 to	
dialogue	 interpreting,	 as	 many	 students	 failed	 to	 achieve	 the	 required	 pass	 mark	
	 265	
(70%)	 even	 though	 all	 of	 them	 perceived	 dialogue	 interpreting	 as	 the	 easiest	
interpreting	mode.		
	
In	 comparing	 students’	 and	 teachers’	 perceptions	 and	 views,	 communication	 gap	
seemed	 to	 stand	out.	Unexplained	 teaching	practice,	 instructions	and	demands,	as	
well	 as	 feedback	 issues	 created	 various	misunderstandings	 inside	 and	 outside	 the	
classroom.	 	The	high	 failure	rate	 in	 the	Accreditation	exam	and	the	misunderstood	
feedback	created	what	seemed	to	be	a	culture	of	conspiracy	against	students.	This	
created	 a	 negative	 atmosphere	 in	 some	 classes	 and	 led	 to	 demotivation	 of	many	
students	as	well	as	a	sense	of	frustration	for	both	students	and	teachers.	
	
The	 data	 indicated	 that	 there	 seemed	 to	 be	 lack	 of	 awareness	 of	 the	 help	 that	
translation	 and	 interpreting	 literature	 can	 offer;	 various	 theoretical	 components,	
concepts	 and	 models	 can	 offer	 both	 teachers	 and	 students	 the	 opportunity	 to	
improve	 the	 teaching	 and	 learning	 process	 and	 their	 experience	 through	 this	
process.	 Translation	 and	 interpreting	 theories,	 communication	 theories,	 linguistics	
theories	or	teaching	and	learning	theories	were	hardly	mentioned	in	the	interpreting	
tutorials.	The	data	showed	many	missed	opportunities	 in	 the	classroom	where	 the	
growing	 body	 of	 theoretical	 components,	 concepts,	 models	 and	 research	 in	
interpreting	 could	 have	 been	 introduced	 and	 helped	 raise	 students’	 awareness	 of	
their	relevance	and	applicability.		
	
A	lack	of	uniformity	and	unexplained	variation	as	well	as	the	absence	of	the	scholars’	
and	 researchers’	 voices	 in	 interpreting	 tutorials	 indicated	 that	 the	 old	 view	 that	
although	 interpreting	 is	 taught	 at	 tertiary	 and	 academic	 level,	 it	 is	 still	 done	 in	 an	
apprenticeship	or	do-as-I-do	form,	is	still	valid.		
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7.2	Strengths	and	weaknesses		
The	 study	 provided	 some	 answers	 to	 the	 questions	 around	 “what	 transpires	 in	
interpreting	 classroom”	 at	 one	 university	 and	 in	 one	 language	 pair.	 Community	
interpreting	classroom	activities	were	described	in	detail,	and	students	and	teachers	
voiced	their	views	through	the	study.	Students	had	the	chance	to	have	their	voices	
heard	 and	 their	 perceptions	 articulated.	 During	 the	 course	 of	 data	 collections	
students	 not	 only	 shared	 their	 objective	 and	 subjective	 views	 but	 also	 shared	
rumours	 that	 circulated	 among	 students	 that	was	 indirectly	 communicated	 to	 the	
teachers.	 Students	 made	 explicit	 requests	 to	 make	 their	 views	 and	 perceptions	
known,	and	their	voices	heard	through	the	study.	This	is	an	important	positive	step	
in	 the	 teaching	 and	 learning	 process;	 to	 bring	 teachers’	 and	 students’	 views	 and	
perceptions	together	to	allow	critical	reflection	to	improve	communication.		
	
The	 Analysis	 (Chapter	 5)	 looked	 into	 possible	 relations	 and	 the	 interplay	 between	
various	 aspects	 of	 the	 teaching	 and	 learning.	 In	 doing	 so,	 it	 also	 attempted	 to	
identify	 gaps	 in	 the	 teaching	 and	 learning	 as	 well	 as	 in	 student-teacher	
communication	inside	and	outside	the	classroom.	The	Discussion	(Chapter	6)	looked	
into	 those	 relations	 and	 gaps	 from	 only	 one	 angle	 and	 through	 only	 the	 lens	 of	
literature	(theories	and	research).		
	
In	 relation	 to	 the	 methodological	 aspects,	 during	 the	 course	 of	 the	 study	 many	
aspects	of	methodology	became	clearer	and	a	 lot	was	 learnt	about	the	advantages	
and	effectiveness	of	the	methodologies	used	in	the	study	as	well	as	the	ramifications	
of	 some	 of	 the	 practices	 in	 data	 collection.	 	 Classroom	 observation	 as	 a	 data	
collection	method	proved	to	be	effective	in	producing	large	detailed	descriptive	data	
about	the	classroom.	The	semi-structured	scheme	used	in	the	observation	ensured	a	
high	 level	 of	 uniformity	 in	 the	 data	 collected	 about	 each	 and	 every	 classroom	
activity,	 while	 the	 narrative	 and	 descriptive	 nature	 of	 the	 observation	 notes	 and	
reporting	ensured	capturing	subtle	or	intangible	information.	However,	it	is	obvious	
that	 it	 is	 impossible	 to	capture	every	move	 in	 the	 two-hour	 tutorials	 in	 few	pages.	
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Video	 recordings	 of	 the	 tutorials	would	 have	been	 an	 excellent	 tool	 to	 capture	 all	
happenings	 of	 the	 classroom.	 Some	 activities	 were	 very	 focused	 on	 feedback	 and	
teacher-student	communication	and,	although	every	attempt	was	made	to	capture	
such	dynamics,	only	a	detailed	analysis	of	a	video	recording	would	do	such	practice	
justice.	Indeed,	some	of	those	activities	can	be	the	base	of	study	in	its	own	rights	to	
look	 at	 teacher-student	 communication	 and	 classroom	 dynamics	 during	 the	 three	
interpreting	modes.		
	
The	 classroom	 observations	 produced	 an	 extensive	 amount	 of	 quantitative	 and	
qualitative	data.	Such	vast	data	allows	for	wide	and	deep	reporting	on	the	findings	as	
well	as	a	wide	range	of	analytical	approaches.	It	was	not	possible	though—within	the	
scope	and	limitation	of	the	study—to	report	on	all	the	data	produced	via	classroom	
observation.		
	
Teachers’	and	students’	interviews	produced	very	rich	data	about	their	perceptions;	
much	of	this	information	was	their	perceptions	of	the	actual	teaching	and	learning	in	
this	particular	context	and	was	used	in	the	analysis	to	inform	the	practice.	However,	
a	considerable	amount	of	data	reflected	the	tutors’	perception	of	general	concepts	
and	aspects	of	interpreting	teaching	and	learning	in	general.		
	
Data	collected	via	questionnaires	did	not	seem	to	add	knowledge	to	this	study	either	
in	quantity	or	quality.	Data	obtained	via	questionnaires	were	thin	and	redundant	as	
participants—students	 and	 teachers—answered	 the	 same	 questions	 more	
elaborately	during	 the	 interview	and	the	number	of	completed	questionnaires	was	
not	vast	enough	to	warrant	the	extra	effort	of	data	collection	and	analysis.	
	
The	 study	described	many	aspects	of	 teaching	 in	detail	 via	 classroom	observations	
but	 the	 learning	 process	was	 not	 explored	 in	 as	much	detail	 or	 depth	 as	 students	
were	not	very	specific	and	used	broad	terms	and	strategies	in	referring	to	their	own	
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self-study.	 	That	might	be	partly	due	 to	 the	 fact	 that	 learning	 is	mostly	an	 internal	
process	 that	 could	 not	 be	 observed	by	 the	 researcher	 as	 opposed	 to	 the	 teaching	
process.	 	 It	also	might	be	partly	due	to	the	fact	that	students	did	not	know	and/or	
have	not	learnt		to	reflect	on	and	describe	their	learning	methodologically.		
	
Classroom	 observation	 and	 teacher	 interviews	 allowed	 access	 to	 various	 teaching	
styles	and	details;	however,	studying	samples	of	 lesson	planning	with	the	observed	
tutors	 would	 have	 shed	 more	 light	 on	 their	 reasons	 and	 rationale	 behind	 their	
teaching	choices.		
	
One	 double-edged	 sword	 characteristic	 of	 the	 study	 is	 that	 it	 explored	 a	 complex	
process	and	described	many	of	its	aspects.	In	doing	so,	a	large	amount	of	data	was	
produced	over	a	relatively	long	period	of	time.	Scrutinising	the	data	closely	indicated	
that	 some	 aspects	 were	 expressed	 in	 broad	 terms	 with	 no	 attempt	 from	 the	
researcher	to	go	into	more	detail	because	of	the	large	number	of	aspects	explored.	
For	 example,	 the	 broad	 term	 ‘theory’	 was	 used	 by	 both	 students	 and	 teachers	
without	 specifying	 the	 type	 of	 theory	 they	made	 reference	 to.	 Students	 also	 used	
broad	words	and	phrases	when	they	talked	about	self-study;	for	example	‘studying’,	
‘study	more’,	‘reading’,	‘listening	to	the	radio’	and	‘interpreting	on	the	go’	and	there	
were	 no	 attempts	 from	 the	 researcher	 to	 explore	 those	 aspects	 in	 more	 details,	
which	 is	 one	 of	 the	 limitations	 of	 the	 study.	 The	 learning	 process	 was	 not	
investigated	 in	 depth	 for	 several	 reasons:	 the	 most	 apparent	 ones	 are	 the	 time	
limitations	and	the	broad	number	of	issues	investigated.	
	
Another	limitation	of	the	study	is	that	the	lectures	were	observed	very	occasionally	
and	there	was	not	any	analysis	attempt	to	compare	between	lectures	and	tutorials	
to	examine	the	relevance	and	applicability	as	well	as	whether	the	tutorials	teachings	
were	reflections	and	practices	of	the	lecturers’	components.		
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As	time	and	resources	were	obvious	 limitations	 in	the	study,	 the	study	 looked	 into	
community	interpreting	teaching	and	learning	in	only	one	educational	institution	and	
only	one	language	pair.	So,	it	goes	without	saying	that	any	attempt	on	generalisation	
is	not	remotely	possible;	however,	the	study	is	replicable.		
	
To	 sum	 up,	 the	 study	 produced	 a	 wealth	 of	 detailed	 descriptive	 data	 that	 was	
analysed	 and	 discussed	 from	 one	 point	 of	 view	 to	 answer	 a	 particular	 set	 of	
questions.	 It	 is	 therefore	 important	 to	 emphasise	 that	 the	 same	 data	 can,	 and	
should,	 be	 used	 again	 to	 answer	 different	 research	 questions	 about	 community	
interpreting	 classroom.	 Combining	 observation	 with	 semi-structured	 interviews	
proved	 to	be	a	very	effective	data	collection	method	 that	can	be	both	exploratory	
and	 explanatory.	 Comparing	 participants’	 views	 with	 their	 actual	 practice	 was	 a	
successful	 analytical	 approach.	 However,	 it	 is	 important	 to	 acknowledge	 and	
emphasise	 that	 the	 analysis	 and	 the	 discussion	were	 looking	 at	 these	 phenomena	
through	one	lens,	and	more	importantly	it	is	important	to	state	that	there	are	many	
other	lenses	and	angles	to	analyse	and	discuss	the	findings	of	this	study,	as	is	readily	
available	rich	material	for	further	scrutiny.		
	
7.3.	Implications	and	recommendations	for	further	research	
The	 study	 highlighted	 the	 advantages	 of	 using	 observational	 data	 with	 reflection	
data	 collected	 via	 interviews	 as	 very	 effective	 data	 collection	methods.	 Using	 this	
combination	for	further	studies	about	community	interpreting	teaching	and	learning	
in	other	language	pairs	are	needed	to	complete	the	picture	of	the	phenomena.	This	
study	 can	 be	 readily	 replicated	 for	 other	 language	 pairs	 and/or	 in	 different	
educational	 institutions.	Such	an	expansion	of	the	research	scope	will	not	only	test	
typicality	but	will	enrich	the	teaching	practice	by	exploring	various	teaching	cultures	
and	 styles.	 Such	 studies	 combined	 can	 potentially	 help	 devise	 new	 models	 for	
teaching	based	on	various	teaching	practice	experiences.	
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Due	 to	 the	 previously	 mentioned	 limitations	 of	 the	 study,	 further	 research	 on	
unexplored	 aspects	 of	 the	 study	 is	 needed	 to	 achieve	 a	 more	 comprehensive	
understanding	 of	 the	 phenomena.	 Further	 research	 on	 the	 relation	 between	
language-specific	 tutorials	 and	 other	 interpreting	 course	 components,	 either	
theoretical	 lectures	 or	 other	 non-language	 specific	 units,	 is	 needed	 to	 understand	
the	phenomena	 in	 their	entirety	as	other	 teaching	 components	affect	 the	 learning	
process.	 Although	 interpreting	 units	 constituted	 the	 major	 part	 of	 interpreting	
courses,	there	were	other	units	offered	depending	on	the	length	of	the	course	such	
as	 translation	 units,	 linguistic	 and	 cultural	 units.	 Studying	 the	 course’s	 design,	
learning	 outcome	 and	how	other	 units	 affected	 interpreting	 teaching	 and	 learning	
would	 be	 a	 positive	 contribution	 to	 understand	 the	 phenomena	 of	 community	
interpreting	 teaching	 and	 learning.	 Also,	 further	 research	 on	 teachers’	 lesson	
planning	and	classroom	practices	can	provide	an	opportunity	for	teachers	to	reflect	
on	 the	 purposefulness	 of	 their	 classroom	activities	 as	well	 as	 the	material	 choices	
they	made	during	teaching.	Such	research	can	be	a	useful	tool	to	examine	 in	more	
depth	the	relation	between	teachers’	philosophies,	beliefs,	teaching	styles	and	their	
lesson	 or	 classroom	 planning	 and	 how	 it	 is	 carried	 out	 in	 the	 class.	 Also,	 further	
research	on	the	learning	side	of	the	process	is	needed	to	have	more	understanding	
of	different	learning	styles	and	strategies	used	by	interpreting	students.		
	
As	mentioned	earlier,	data	analysis	and	discussion	 in	this	study	were	done	through	
one	 lens;	 using	 the	 same	 findings	 for	 further	 analysis	 from	 a	 different	 angle	 and	
through	a	different	 lens	 can	 form	 the	basis	of	 a	 follow-up	 study	 to	 scrutinise	 such	
immense	data	from	different	angles	to	learn	more	about	student	and	teacher	beliefs	
about	the	teaching	and	learning	process	and	how	those	beliefs	shape	their	efforts	to	
achieve	the	required	results.		
	
This	study	explored	a	very	fertile	area	for	further	research	by	shedding	light	on	and	
describing	many	issues	and	aspects	in	teaching	and	learning	community	interpreting	
as	they	were	taking	place,	as	well	as	the	main	parties’	perceptions	of	those	aspects.	
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The	 data	 and	 findings	 of	 this	 study	 may	 trigger	 a	 number	 of	 further	 research	
projects.			
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Appendices	
Appendix	1:		Student	Focus	group/Interview	
The	interview	consists	of	five	parts:	
1.	Course	and	units	questions	
2.	The	challenges	they	face/faced	
3.	Teaching	methods	
4.	Students'	role	
5.	conclusion	
	
1-	General	questions:		
	 What	is	the	degree	you	are	doing/have	done?			what	units?	Part	time	or	full	
time?	
2-	Challenges	they	face:	How	they	rank	them?	What	are	the	most	challenging?	
	 -Time	(in	class	and/or	self-study)	Is	the	time	in	the	class	used	properly?	How	
to	improve	the	tutorials?	 	 	
-Material	(lack-	difficulty	accessing	material)	 	
-	Course/units	(inadequate	or	irrelevant	supporting	unit)			
	 -	linguistic	competency	:	Do	you	address	this	issue?	How?	what	
methodologies?	
	 -	Interpreting	skills:		what	methodologies	are	the	most	effective?	
	 -	Students'	self-study:	Do	you	Know	How	to	study?	Are	you	doing	enough?	
	 	 	 How	do	you	know	if	you	are/not?	Are	instructions	in	class	
helpful?	
	 -	students'	varied	level	of	competency.	What	you	think	about:			
screening	test?		 	 														
	streaming	undergraduate	and	postgraduate?	Streaming	Translation	and	
Interpreting?			
3.	Teaching	methods	and	style:	
From	your	experience	what	are	the	more	effective	practices	(teaching	style)	and	
why?	
	 -	Is	feedback	specific	and	clear?	Are	instructions	clear	and	relevant	to	self-
study?	
	 -	Methods	of	choosing	students	to	participate	in	class	(asking	for	volunteers	
vs	choosing)	
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	 -	Inductive	vs	deductive	(introducing	potential	problematic	issues	before	the	
exercise	vs	allowing	students	to	find	out	through	exercises.	
	 -	Group	work	-	individual	participating-	role	play	(two	tutors	or	two	students)	
	 -	Theory	(enough,	relevant,	applicable)	
	 -Are		you	encouraged	to	give	your	feedback		to	your	teachers		about	their	
teaching	style?	Why	almost	all	students	agreed	that	they	are	encouraged	to	give	
their	feedback	even	though	that	all	through	my	observation	I	did	not	see	one	
student	give	the	tutor	any	feedback?		
	
4.		Students'	role:	Are	you	aware	of	your	role?	Are	the	expectation	clear	to	you?		Are	
you	equipped	to	be	active	learners?	Do	you	act	on	feedback?	What	do	you	do	about	
feedback?	How	do	you	act	on	them?	Do	you	think	you	do	enough	studying?	
	
5.	Conclusion:	
	 -	What	you	usually	depend	on	the	most	in	your	learning	(class	work,	your	self-
study)?	
	 -	From	your	experience	what	can	be	improved	and	how?	Either	in	relation	to	
you	as	student	or	to	any	of	the	issues	we	covered.	
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Appendix	2:	Teacher	Interview	
The	interview	consists	of	five	parts:		
	 1.	General	questions	
	 2.	The	challenges	
	 3.		Teaching	Methods	
	 4.		The	student's	role	
	 5.	Conclusion	
	
1-	General	questions:		
	 How	many	years	of	teaching	interpreting?	What	units?	
2-	Challenges	he/she	faces:	
	 -Time	 	 -Material	(lack-	difficulty	accessing	material)	 	
	 -	Curriculum	Design		(inadequate	or	irrelevant	supporting	unit)			
	 -	In	relation	to	students:		
	 	 -	linguistic	competency	:	Do	you	address	this	issue?	How?	What	
methodologies?	
	 	 -	Interpreting	skills:		what	methodologies	are	the	most	effective?	
	 	 -	Students'	self-study:	Do	students	Know	How	to	study?		
Are	they	doing	enough?		 	 	 	
How	do	you	know	if	they	are/not?		
Are	instructions	in	class	helpful?	- Students’	varied	level	of	competency.	What	you	think	about	screening	
test?		 	 													- 	What	do	you	think	about	streaming	undergraduate	and	postgraduate?			
3.	Teaching	methods	and	style:	
From	your	experience	what	are	the	more	effective	practices	(teaching	style)	and	
why?	
	 -	Is	feedback	specific	and	clear?	Are	instructions	clear	and	relevant	to	self-
study?	
	 -	Methods	of	choosing	students	to	participate	in	class	(asking	for	volunteers	
vs	choosing)	
	 -	Inductive	vs	deductive	(introducing	potential	problematic	issues	before	the	
exercise	vs	allowing	students	to	find	out	through	exercises.	
	 -	Group	work	-	individual	participating-	role	play	(two	tutors	or	two	students)	
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	 -	Theory	(enough,	relevant,	applicable)	
	 -Do	you	seek	feedback	from	students	about	your	teaching	style?	
4-	Students'	role:	Are	students	aware	of	their	role?	Are	the	expectations	clear	to	
students?		Are	they	equipped	to	be	active	learners?	Do	they	act	on	feedback?	What	
do	they	do	about	feedback?	Do	you	think	students	are,	generally,	doing	enough	
studying	during	the	course?	
5.	Conclusion:	
	 -	What	do	you	usually	draw	on	the	most	in	your	teaching	(your	experience,	
either	as	interpreter	or	tutor,	or		literature,	theory	and	research?	
	 -	From	your	experience	what	can	be	improved	and	how?	
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Appendix	3:	Tutor	Questionnaire	
Dear	tutor,	
This	questionnaire	is	one	of	five	research	tools	that	will	be	used	to	explore	the	
process	of	teaching	and	learning	community	interpreting	from	teachers’	and	
students’	point	of	view	and	as	it	happens	in	the	classrooms.	This	questionnaire	aims	
at	exploring	your	planning	for	teaching	and	classroom	management.	
In	this	questionnaire,	you	will	be	asked	twelve	questions	about	your	teaching	
practices	and	classroom	activities.	For	each	question,	you	will	have	three	options:	
‘Yes’,	‘No’	and	‘Not	sure’.	If	you	select	‘Yes’,	please	provide	as	much	information	as	
possible	answering	‘how’,	‘when’	or/and	‘how	often’	you	will	be	doing	this.	After	
each	question	there	is	a	space	to	write	your	comment.	Please	provide	any	
information	that	you	think	will	be	helpful	to	shed	light	on	your	planning	for	teaching	
or	your	teaching	style.	
1. Do	you	discuss	the	guidelines	explicitly	with	your	students	such	as	
assessment	criteria	and	self-study	requirements?	
A:	‘Yes’:	‘How’:	
’When’:		
	‘How	often’:	
B:	‘No’	 	 	 	 C:		‘Not	Sure’	
Comment:		
2. Do	you	communicate	to	students	the	expectation	in	relation	of	self-study,	
assignments,	homework	and	preparation	for	classroom	activities?	
A:	‘Yes’:	‘How’:	
’When’:		
	‘How	often’:	
B:	‘No’	 	 	 	 C:		‘Not	Sure	
Comments:	
3. Do	you	explicitly	articulate	the	purpose	of	the	classroom	activities?		
A:	‘Yes’:	‘How’:	
’When’:		
	‘How	often’:	
B:	‘No’		 	 	 C:		‘Not	Sure’	
Comment:			
	
4. Do	you	explicitly	articulate	the	purpose	of	assignments,	homework	and	self-
study	activities	and	do	you	prescribe	resources	for	these	activities?	
A:	‘Yes’:	‘How’:	
’When’:		
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	‘How	often’:	
B:	‘No’		 	 	 C:		‘Not	Sure’	
Comment:		
	
5. Do	you	evaluate	students’	language	proficiency	during	the	course?	
A:	‘Yes’:	How:	
When:		
	How	often:	
B:	No	 	 	 	 C:		Not	Sure	
Comment:		
6. Do	you	develop	or	include	extra	goal(s)	or	aim(s)	and	activities	to	achieve	
that	aim(s)	during	the	teaching	of	the	course,	for	example:	language	
proficiency	enhancement?	
A:	Yes:	How:	
When:		
	How	often:	
B:	No	 	 	 	 C:	Not	Sure	
Comment:		
	
7. Do	you	explicitly	refer	to	relevant	theoretical	frameworks?	
A:	Yes:	How:	
When:		
	How	often:	
B:	No	 	 	 	 C:		Not	Sure	
Comment:		
	
8. Do	you	explicitly	refer	to	research	background	and	findings	during	the	
teaching	of	the	course?	
A:	Yes:				How:	
When:	
	How	often:	
B:	No	 	 	 	 C:		Not	Sure		
Comment:		
	
9. Do	you	communicate	your	feedback	to	students	individually	about	their	
performance,	strengths	and	weaknesses?	
A:	Yes:		How	
When	
How	often	
B:	‘No’		 	 	 C:			‘Not	Sure’		
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Comment:		
	
10. Do	you	communicate	your	feedback	to	students	about	their		homework	and	
classroom	preparation?			
A:	Yes:			How:	
When:		
How	often:	
B:	No	 	 	 	 C:		Not	Sure		
Comment:		
	
11. Do	you	seek	students’	feedback	about	clarity	of	instruction	either	in	relation	
to	classroom	activities,	assignments	or	homework?	
A:	Yes:		How:	
When:	
How	often:	
B:	No:	 	 	 	 C:		Not	Sure:		
Comment:			
	
12. Do	you	seek	students’’	feedback	about	your	teaching	style?	
A:	Yes:		How:	
When:	
How	often:	
B:	No:	 	 	 	 C:		Not	Sure:		
Comment:		
	
	
Thank	you	for	taking	the	time	to	complete	the	questionnaire.	
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Appendix	4:	Student	Questionnaire	
Dear	Student,	
This	questionnaire	is	one	of	five	research	tools	that	will	be	used	to	explore	the	
process	of	teaching	and	learning	community	interpreting	from	teachers'	and	
students'	point	of	view	and	as	it	happens	in	the	classrooms.	This	questionnaire	aims	
at	exploring	your	experience	in	learning	'(unit	name).	
In	this	questionnaire	you	will	be	given	11	statements	about	your	learning	experience	
either	in	class	or	in	your	own	self-study.	After	each	statements	you	are	given	four	
choices:	A.	strongly	agree,	B.	Agree,	 C.	Neutral,		D.	Do	not	agree.	Please	choose	
ONLY	one.		After	each	question	there	is	a	space	to	write	your	comment.	Please	
provide	any	information	you	think	will	be	helpful	to	explain	your	experience.	
	
1.	The	guidelines	for	this	unit,	such	as	assessment	criteria	and	self-study	
requirements	are	clear.	
A.	strongly	agree	 B.	Agree	 C.	Neutral	 	 D.	Do	not	agree	
Comments	
2.	The	expectations	about	homework,	classroom	preparation	and	self-study	are	clear		
A.	strongly	agree	 B.	Agree	 C.	Neutral	 	 D.	Do	not	agree	
Comments:	
3.	The	purpose	of	classroom	exercises,	assignments	and	homework	is	clear.	
A.	strongly	agree	 B.	Agree	 C.	Neutral	 	 D.	Do	not	agree	
Comments	
4.		Theory	covered	during	this	unit	is	relevant	and	applicable	to	the	work	and	
exercises	done	in	class.	
A.	strongly	agree	 B.	Agree	 C.	Neutral	 	 D.	Do	not	agree	
Comments:	
5.	The	theory	taught	is	adequately		followed	up	and	emphasised	throughout	the	
tutorials.	
A.	strongly	agree	 B.	Agree	 C.	Neutral	 	 D.	Do	not	agree	
Comments:	
6.	Feedback	is	specific	and	helpful	.		
A.	strongly	agree	 B.	Agree	 C.	Neutral	 	 D.	Do	not	agree	
Comments:	
7.	Material	for	practising	this	unit	is	easy	to	access.	
		A.	strongly	agree	 B.	Agree	 C.	Neutral	 	 D.	Do	not	agree	
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Comments	
8.	Linguistic	competency,	either	in	language	A	or	B,	presents	a	major	challenge	for	
you.	
A.	strongly	agree	 B.	Agree	 C.	Neutral	 	 D.	Do	not	agree	
Comments:	
9.	Interpreting	skills,	such	as	analysis,	note-taking	and	interactional	management,	
present	a	major	challenge	for	you.	
A.	strongly	agree	 B.	Agree	 C.	Neutral	 	 D.	Do	not	agree	
	
Comments	
10.	Lack	of	time	in	class	presents	a	major	challenge	for	you.	
A.	strongly	agree	 B.	Agree	 C.	Neutral	 	 D.	Do	not	agree	
Comments	
11.	You	are	encouraged	to	give	your	feedback	about	the	teaching	methods		used	in	
class.	
A.	strongly	agree	 B.	Agree	 C.	Neutral	 	 D.	Do	not	agree	
Comments	
	
Thank	you	for	completing	the	questionnaire.	
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Appendix	5:	Information	Sheet	and	Student	Consent	Form	
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Appendix	6	:	Information	Sheet	and	Teacher	Consent	Form	
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Appendix	7	:	Course	Structures	
	
Bachelor	of	Arts	(Interpreting	and	Translation)	
	
Qualification	for	this	award	requires	the	successful	completion	of	240	credit	points	
including	the	units	listed	in	the	recommended	sequence	below.	
	
Recommended	Study	
Full-time	
Year	1	
Autumn	session	
100195	Introduction	to	Translation	
101945	Introduction	to	Linguistics	
100846	Analytical	Reading	and	Writing	
And	one	Level	3	Language	unit	from	the	pool	below.	
	
Spring	session	
	
100194	Introduction	to	Interpreting	
100960	Contemporary	Society	
100968	Texts	and	Traditions	
And	one	Level	3	Language	unit	from	the	pool	below.	
	
Year	2	
Autumn	session	
100958	Australia	and	the	World	
100191	Community	Translation	(UG)	
101302	Translation	Technologies	
And	one	Level	3	Language	unit	from	the	pool	below.	
	
Spring	session	
100193	Interpreting	Skills	
100197	Medical	Interpreting	(UG)	
One	unit	from	the	Linguistics	pool	below.	
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And	one	Level	3	Language	unit	from	the	pool	below.	
	
Year	3	
Autumn	session	
100196	Legal	Interpreting	(UG)	
Two	units	from	the	Linguistics	pool	below.	
And	one	Level	3	Language	unit	from	the	pool	below.	
	
Spring	session	
101943	Accreditation	Studies	(UG)	
101944	Interpreting	and	Translation	Professional	Practicum	(UG)	
100198	Specialised	Translation	(UG)	
And	one	Level	3	Language	unit	from	the	pool	below.	
	
Linguistics	Pool	units	
101449	Bilingualism	and	Biculturalism	
101946	Discourse	Analysis	
101947	Pragmatics	
101451	Second	Language	Acquisition	
101450	Sociolinguistics	
101948	Structure	of	Language	
Language	Pool	Units	
Arabic	
101949	Arabic	301	
100048	Arabic	302	-	Arabic	Advanced	Language	and	Grammar	
100049	Arabic	303:	Advanced	Writing	Skills	
100050	Arabic	304:	Arabic	Advanced	Speaking	
100052	Arabic	306:	Arabic	Novel	and	Short	Story	
100054	Arabic	308:	Language	Past	and	Present	
101950	Intercultural	Communication	
	100201	Special	Study	in	Languages	and	Linguistics	
Chinese	
101951	Chinese	301	
100063	Chinese	302	
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100064	Chinese	303:	Twentieth-Century	Chinese	Literature	
100066	Chinese	305:	Chinese	Cinema	
100067	Chinese	307:	The	Cultural	Context	of	China	
100510	Chinese	306:	Traditional	Chinese	Thought	
101950	Intercultural	Communication	
100201	Special	Study	in	Languages	and	Linguistics	
Japanese	
101952	Japanese	301	
100092	Japanese	302	
100093	Japanese	303:	Contemporary	Culture	and	Society	
101970	Japanese	304:	Discourse	in	Japanese	
101971	Japanese	305:	Advanced	Reading	and	Writing	
101950	Intercultural	Communication	
100201	Special	Study	in	Languages	and	Linguistics	
Spanish	(some	units	below	need	to	be	completed	cross-institutionally	as	they	are	no	
longer	available	at	Western	Sydney	University)	
101953	Spanish	301	
101954	Spanish	302	
100153	Spanish	303:	Advanced	Writing	Skills	
100154	Spanish	304:	Advanced	Speaking	Skills	
100155	Spanish	305:	Contemporary	Literature	
100156	Spanish	306:	Contemporary	History	
100157	Spanish	307:	Classical	Literature	
100158	Spanish	308:	Spanish	Sociolinguistics	
101950	Intercultural	Communication	
100201	Special	Study	in	Languages	and	Linguistics	
	
	
Master	of	Interpreting	and	Translation	
Qualification	for	this	award	requires	the	successful	completion	of	80	credit	points	
including	the	units	listed	in	the	recommended	sequence	below.	
Full-time,	Start-year	intake:	
Year	1	
Autumn	session	
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100927	Interpreting	and	Translation	Skills	
100921	Interpreting	and	Translation	Theory	
100924	Community	Translation	(PG)	
100916	Legal	Interpreting	
Spring	session	
100917	Specialised	Translation	(PG)	
100922	Medical	Interpreting	(PG)	
A7456	Interpreting	and	Translation	Professional	Practicum	(PG)	
101482	Accreditation	Studies	
	
Full-time,	Mid-year	intake:	
Year	1	
Spring	session	
100927	Interpreting	and	Translation	Skills	
100921	Interpreting	and	Translation	Theory	
100917	Specialised	Translation	(PG)	
100922	Medical	Interpreting	(PG)	
Year	2	
Autumn	session	
100924	Community	Translation	(PG)	
100916	Legal	Interpreting	
A7456	Interpreting	and	Translation	Professional	Practicum	(PG)	
10148	Accreditation	Studies	
	
	
Graduate	Diploma	
Qualification	for	this	award	requires	the	successful	completion	of	60	credit	points	
including	the	units	listed	in	the	recommended	sequence	below.	
	
101695	Introduction	to	Interpreting	PG	-	Core	
A	7456	Interpreting	and	Translation	Professional	Practicum	(PG)	-	Core	
101482	Accreditation	Studies	-	Core	
Plus	30	cpts	from	pool	units	
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Pool	units:	
101868	Business	Interpreting		
101826	Conference	Interpreting	(20cpts)	
100193	Interpreting	Skills	
100916	Legal	Interpreting	
100922	Medical	Interpreting		
100926	The	Language	of	the	Law	
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